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ABSTRACT OF DISSERTATION
GLOBAL COMPETENCE AND DEEPER LEARNING:
SECONDARY PRINCIPALS’ PERCEPTIONS IN AN INTERMOUNTAIN DISTRICT

Education has become increasingly global in recent years. Student and teacher
global competence have been studied at length. School administrators’ application of
global competencies in their administrative practice has not been explored until recently.
Secondary school administrators’ global competencies were investigated under seven
tenets. The aim of this study was to examine how secondary principals in one
Intermountain school district perceived and implemented global competencies in their
current professional practice. Further, this study explored how those global competencies
translated into deeper learning educational leadership practices.
A sequential explanatory approach was utilized for this two-phase mixed method
study. Quantitative survey data were used to select interview participants and also to
inform the protocol for the semi-structured interviews. Deductive thematic analysis was
employed to code participant data and identify recurring thematic elements. The recurring
thematic elements were analyzed and linked to existing research and literature.
Analysis of the quantitative survey responses demonstrated that study participants
perceived they were most globally competent under the curriculum and instruction,
collaborative professional community and equity and inclusivity tenets. Qualitative
findings suggest that study participants enacted global competencies primarily through
fostering an inclusive community within the school. Findings also suggest that study
participants contextualized their efforts by looking at local issues with a global lens.
Results also suggest that participants’ focus on deeper learning practices enhanced their
understanding and implementation of global competencies.
KEYWORDS: global competence, deeper learning, educational leadership, secondary
principals, professional practice
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CHAPTER ONE: INTRODUCTION
Ours is a diverse, interconnected world (Held, 1997; Ostler, 2017; Ramos &
Schleicher, 2018) evidenced in various ways including the enhancement of
communication through technological advances and the ease at which the recent Covid19 virus has spread across the globe. Global interconnectedness has implications for P-12
schools that are charged with preparing students to succeed in the 21 st century’s global
society. Students will need knowledge, skills and dispositions to interact effectively with
those from different cultures and international boundaries. As such, educators and
educational leaders are obliged to prepare students to be knowledgeable and competent
citizens of the world.
School leaders will need to play a key role in helping students acquire the
necessary skill set and mindset to navigate our modern world. It is especially important
for secondary principals to create a global learning culture in their schools since they
have a responsibility to help students make a successful transition to postsecondary
studies or pursue careers. Over the last decade, various scholars and policy-making
organizations have suggested that it is incumbent on educators to ensure that students are
“global ready” when they matriculate from the P-12 system (Longview Foundation,
2008; Tichnor-Wagner & Manise, 2019). Some have outlined ways educators can help
their students develop global competencies that include the ability to communicate across
cultures and collaboratively address local and global significant issues (Boix-Mansilla &
Jackson, 2011; Ramos & Schleicher, 2018).
Scholars have suggested that the attainment of global competence is an essential
component in our understanding of the purpose of education in our changing world
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(NEA, 2014; Reimers, 2009; Tichnor-Wagner. 2017). Global competence for both
students and teachers has been studied at length (e.g., Colvin & Edwards, 2018; Mansilla
& Jackson, 2011). The global competence of school administrators has been explored
only very recently (Tichnor-Wagner, 2020). Zhang, Bohley, and Wheeler (2017) asserted
that it is vital to develop competent educational leaders who have a firm understanding of
global education and who can lead across cultures. Further, they posited that a critical
attribute of effective educational leaders is the ability to understand and implement a
global view of the world for themselves and those they lead.
Statement of the Problem
The world today is very different from the industrial world in which the U.S.
public school system was created. There is a need to infuse global thinking and principles
into schooling in a way that will nurture and encourage students’ understanding of the
diverse and complex world at large. Numerous organizations have developed frameworks
and theories that expound on the knowledge, skills and dispositions that students and
teachers need to have to be globally competent (e.g., Asia Society, 2011; Colvin &
Edwards, 2018; UNESCO, 2011; U.S. Department of Education, 2012). However, the
global competence of educational leaders has not been investigated until recently
(Tichnor-Wagner, 2020).
Brooks and Normore (2010) stated “the near complete absence of literature
connecting [glocalization] to educational leadership is troubling and suggests that it is
quite possible educational leaders are unprepared to confront the realities of leading
schools in a global society” (p. 54). Educational leaders need to possess an understanding
of the perspectives, mindsets and skills needed to navigate the world. Womak-Wynne
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(2018) stated that “educators and practitioners have an ethical responsibility to embody
and model the values that they want their students to emulate” (p. 7). Despite these
apparent needs and responsibilities, there is a dearth of empirical evidence supporting the
connection between global competence and school administrators. Research on this
connection can shed light on administrators’ implementation of both local and global
considerations in their professional practice currently and lead to ways in which they can
employ greater global competence in their leadership.
Purpose and Significance of the Study
The purpose of this research study was to examine how secondary principals, in
one district in an Intermountain Region in the United States, perceived they were globally
competent as defined by their current professional practice. Further, in this study I
explored how those global competencies closely parallel deeper learning educational
leadership practices which were the focus of the district. This direction of study will add
to the body of knowledge about global competence as it relates to school leaders’
common practices. By examining current practices in the area of global competence
among public high school principals, other school leaders may better understand how to
adopt, modify, and incorporate global competency skills into their practice. Additionally,
findings from this research may help district supervisors to know how to support
principals in their continued progress toward greater incorporation of global
competencies in their leadership practice.
The attention of researchers is needed to determine how school leaders facilitate
global competence (Tichnor-Wagner & Manise, 2019). School leaders’ global
competence is not well understood, yet they play a key role in preparing a globally
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competent future generation for our society. Current and future school leaders need to be
able to effectively develop and implement quality practices that build and sustain global
learning (Tichnor-Wagner & Manise, 2019). Research on the connection between global
competence and educational leadership can lead to higher-quality, research-based
practices that will better lead educational reform and better prepare our students for the
future.
Research Questions and Design
This mixed methods study was designed to explore secondary principals’
understanding and implementation of global competencies in their current professional
practice. Using a sequential explanatory mixed-method approach, I used both quantitative
and qualitative methods to ascertain the global competencies secondary principals
currently possess and challenges and successes that surround acting on those global
competencies. The following research questions were investigated in this study:
1) How do secondary school principals in one Intermountain district perceive they
are globally competent around the seven tenets as defined by their current
professional practice?
2) How are secondary school principals in one Intermountain district enacting these
tenets in their schools currently?
3) How do secondary school principals’ global competencies align with the school
district’s focus on deeper learning?

4

Definition of Terms
Some terms used in this study may have varied meanings for different audiences.
In an effort to reduce confusion and maintain consistency throughout the study, the
following terms are defined here:
Competency: “More than just knowledge and skills. It involves the ability to meet
complex demands, by drawing on and mobilizing psychosocial resources (including skills
and attitudes) in a particular context” (OECD, 2005, p.4).
Deeper learning: “The process through which an individual becomes capable of
taking what was learned in one situation and applying it to new situations (also called
transfer)” (Pellegrino & Hilton, 2012, p. 5).
Deeper learning competencies: “The process of acquiring these six global
competencies: character, citizenship, collaboration, communication, creativity, and
critical thinking” (Fullan, Quinn, & McEachen, 2018, p. 44).
Global competence: “The capacity to examine local, global and intercultural
issues, to understand and appreciate the perspectives and world view of others, to engage
in open, appropriate and effective interactions with people from different cultures, and to
act for collective well-being and sustainable development” (OECD, 2018, p. 3).
Global competency skills: The six global competencies are a) character, b)
citizenship, c) communication, d) critical thinking, e) collaboration, and f) creativity
(Fullan & Scott, 2014).
Globalization: “The economic, political, and societal forces pushing 21st century
higher education toward greater international involvement” (Altbach & Knight, 2007, p.
290).
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Global learning: “Learning that helps students broaden their cultural perspectives
by addressing globally and locally significant issues” (Brennan & Holliday, 2019, p. 51).
Knowledge: Awareness and understanding that a school administrator possesses.
School Leaders: principals, assistant principals, other school administrators and
instructional leaders of primary and secondary schools in the United States.
Skills: The “processes” and “activities” that the administrator can “facilitate” and
“engage” (CCSSO, 1996, p.11).
Delimitations of the Study
The aim of this study was to investigate the global competence of secondary
school principals at the individual level. This study is not transferable to a larger
population of secondary school principals due to the small sample size of principals
which limited the bounds of the research. Although there was much in this study that
could be applied to other facets of education, the emphasis of this research was on
educational leaders, particularly secondary school principals. Secondary school
principals’ current practice was viewed through the lens of global competence. While it
was intended that the results of this study would provide deeper understanding and
insight for educational leaders about the global competence of secondary school
principals, no attempt was made to include other districts in this study.
Summary of Chapter One
This study is organized into five chapters. Chapter one provided an introduction
to the study along with the purpose and significance of the research. The research
questions and design of the study were presented, and the delimitations were defined.
Chapter two will review relevant literature to the study. The conceptual framework that
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undergirds this study and the interpretation of the data will be described. Chapter three
will give an in-depth look at the methodology and research design of this study. The
study’s findings will be detailed in chapter four and chapter five will discuss the findings
through the lens of the study’s conceptual framework and link those findings to the
literature body.

Copyright © L. Amanda Siebert 2021
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CHAPTER TWO: LITERATURE REVIEW
Globalization has been defined as “the intensification of worldwide social
relations which link distant localities in such a way that local happenings are shaped by
events occurring many miles away and vice versa” (Held, 1991, p. 9). The United States
education system faces the complex charge of preparing students to navigate a world that
continues to evolve into a global community. The main drivers of globalization—the
flow of trade and capital across borders, international investments, technological
advancement, and rapid increase in migration and immigration—have been the impetus
for many researchers and educators to explore a more global perspective of citizenship
(Morais & Ogden, 2011; Oxfam, 2006; Rapoport, 2010).
There are multiple faces of globalization at work in defining the role and purposes
of education presently, particularly concerning the “dialectics of the global and the local”
(Torres, 2017, p. 6). One of the purposes of education is to assist students in their
preparation for life—for college, employment, future family and community
involvement, and participation in the democratic process (Sloan, 2012). By drawing
aspects of globalization into education, students can be prepared to contribute to their
local and global communities. This shift from local to global thinking requires a deeper
understanding of global knowledge, skills and attitudes, and competencies on both
students and school personnel.
Both deeper learning and global competence have been subjects of interest in the
educational field in the last decade (Fullan & Scott, 2014; Mansilla & Jackson, 2011;
Parkhouse, Tichnor-Wagner, Cain & Glazier, 2016; The William & Flora Hewlett
Foundation, 2010). Deeper learning competencies and global competencies share
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common knowledge, skills and features (Sinay & Graikinis, 2018). The overlap of these
competencies strengthens the notion that they are needed in our schools and classrooms
today. Deeper learning and global competence speak mainly to the pedagogy teachers
and school leaders use to create environments and experiences that prepare students for
successful entry into postsecondary studies or the workforce. Soft skills such as
communication and collaboration are highly sought after in college students and in the
modern workforce (Majid, Liming, Tong, & Raihana, 2012). Critical thinking and
creativity competencies are necessary precursors to many cutting-edge jobs that continue
to flood our labor force.
School leaders play a crucial role in directing their schools at many levels.
Secondary principals, in particular, have a primary responsibility to see that students
make a successful transition to postsecondary studies and work. Global knowledge, skills,
and dispositions are needed by students, teachers and leaders alike to ensure that students
are adequately prepared for success. This study seeks to address the gap in the research
regarding how administrators are globally competent in their current professional
practice.
Educational Leadership
Today’s world is very different from the industrial world in which the U.S. public
school system was created. Educational leaders are critical players in school
improvement and enacting educational change. School leadership plays a significant role
in implementing instructional reforms that focus on teaching and learning (Leithwood &
Jantzi, 2006). Leadership capacity is a salient prerequisite to system improvement and
sustainable transformation (Barber et al., 2013). Fullan (2010) contends that capacity
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building entails competencies, resources and motivation. Harris and Jones (2016) add that
“individuals and groups are high in capacity if they possess and continue to develop the
knowledge and skills, and if they are committed to putting the energy to get important
things done collectively and continuously” (p. xix).
There is a need to infuse global thinking and principles into education at a deeper
level than has been required to this point. School principals need to develop the capacities
and competencies to lead schools that prepare students to be knowledgeable, responsible
and active citizens who respond to the global, interconnected society they are a part of.
Therefore, school leaders are crucial for the initiating and scaling of global learning
experiences for students and their faculties (Tichnor-Wagner, 2020).
21st Century Skills and Practices
The promotion of global learning in schools is the responsibility of educational
leaders (Tichnor-Wagner, 2019). Further, the attainment of 21st century skills and
competencies that are cross-cultural and global are specifically required of school leaders.
Many competencies that are considered global, overlap with the Professional Standards
for Educational Leaders (PSEL) (National Policy Board for Education Association,
2015), formerly known as the ISLLC standards. The standards provide a framework for
policy on educational leadership. These standards have been through a series of changes
since their inception in 1996 (NPBEA, 2015). The impetus for the latest update on the
standards is stated as follows:
The global economy is transforming jobs and the 21 st century workplace
for which schools prepare students. Technologies are advancing faster
than ever. The conditions and characteristics of children, in terms of
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demographics, family structures and more, are changing….The Standards
have been recast with a stronger, clearer emphasis on students and student
learning, outlining the foundational principles of leadership to help ensure
that each child is well-educated and prepared for the 21st century. (pp. 1-2)
The PSEL incorporate interdependent domains, qualities and values that are
research-based. These domains are encompassed in the global tenets of the
conceptual framework that supports this study which is explained below.
Deeper Learning Practices
Cognitive scientists describe deep learning (or learning for understanding) as the
ability to transfer knowledge (Mehta & Fine, 2015; Pellegrino & Hilton, 2012; Wiske,
1998). Mehta and Fine (2012) expound on this notion by elucidating that knowledge
becomes deeper when it is used to understand something in a different, but related
context, rather than that for which it was originally taught. They claim that deep learners
can connect discrete pieces of knowledge to understand the framework of the domain
they are exploring. Mehta and Fine (2012) use the following example to illustrate their
point:
A shallow understanding of the biological cell might enable one to label
its parts; a deep understanding would enable one to understand how a
cell’s components function together as a system, and thus what might be
expected to happen if a particular component were damaged. (p. 4)
Thus, deep understanding is rooted in knowledge and the ability to apply it to develop
interpretations, arguments and conclusions in new situations.
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In agreement, Fullan and Scott (2014) noted that deep learning “is also about
developing the personal, interpersonal, and cognitive capabilities that allow one to
diagnose what is going on in the complex, constantly shifting human and technical
context of real-world practice and then match(ing) an appropriate response” (p.4).
Although there is some variation in defining qualities and competence associated with
deep learning or 21st-century skills, Fullan and Scott (2014) indicated that the best
descriptions involve academic, personal and interpersonal qualities and capabilities. For
educational leaders who play an essential role in creating and facilitating environments
that implement global teaching and learning (Tichnor-Wagner & Manise, 2019), deep
learning qualities such as communication, collaboration, and problem-solving are critical
for good practice. These are common practices that cultivate and build knowledge and
skills in educational leaders that help them effectively prepare students and staff to thrive
in a diverse and interconnected world.
Global Education
For decades, the field of global education has been evolving to meet the changing
needs of students and the demands of education at large (Knuttson, 2011). Knuttson
(2011) contends that there is confusion surrounding the term global education. The broad
nature of the term precludes definite parameters. Is global education a field or a social
movement? Does the term refer to content or a pedagogical modus operandi? Is it a
perspective or a subject to be taught? Is it politically controversial? For this study, global
education will be viewed as knowledge content that is interpreted and applied across
disciplines and at the local level. This section gives a brief history of global education
followed by a look at educational leadership in global education studies.
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Brief History
Global education began to progress in the United States toward the end of the
1960s (Arnove, 1999; Myers, 2006). Increased communication channels such as
television and radio and increased opportunities for international travel amplified the
people of the United States’ awareness of global concerns (Dower & Williams, 2002).
Ongoing concerns such as environmental issues, poverty and human rights violations
around the world fostered an increasing sense of global responsibility (Dower &
Williams, 2002).
Scholars made significant contributions to the global education movement in the
1970s and 1980s. Becker (1979) and Anderson (1979; 1982) advocated for the inclusion
of global objectives and themes in the U.S. curriculum. Hanvey (1976; 1982; 2004)
developed five distinct global dimensions of focus for curriculum. Hanvey’s (1976) work
became seminal and provided a framework for teachers to use to help students develop
global perspectives.
The Study Commission on Global Education wrote a report in 1987 titled, The
United States Prepares for Its Future: Global Perspectives in Education. The report
addressed the question of what knowledge and skills should be taught to citizens and
further asserted that “every subject in primary and secondary schools should be
approached from a global perspective” (p. 1). A few years later, the Association for
Supervision and Curriculum Development (ASCD) published an anthology, Global
Education: From Thought to Action (Tye, 1990), which featured many prominent global
education scholars. These researchers agreed upon the following definition of global
education:
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Global education involves learning about those problems and issues that
cut across national boundaries, and about the interconnectedness of
systems—ecological, cultural, economic, political, and technical. Global
education involves perspective taking—seeing things through the eyes and
minds of others—and it means the realization that while individuals and
groups may view life differently, they also have common needs and wants.
(Tye, 1990, p. 5)
In subsequent years researchers continued to refine their rationales for global education.
Some of the ways that global educators began to globalize education in the United States
were introducing cross-cultural perspectives, revamping the study of the social studies
core subjects and improving foreign language studies (Anderson, 1990).
The focus of global education after the year 2000 manifested strong ties to timetested conceptions such as Hanvey’s (1976) five dimensions for an attainable global
perspective, emphasis on the connection between local and global relationships and
citizenship education (Merryfield & Wilson, 2005). Early definitions of global education
were primarily awareness-oriented, while ensuing definitions have added action
orientations such as cross-cultural experiences (Merryfield, 2001) and social justice.
In 2015, 193 countries pledged to uphold the United Nation’s seventeen
Sustainable Development Goals (SDGs). These goals address global challenges that face
present and future generations. They provide a shared vision of humanity for classrooms
around the world (Ramos & Schleicher, 2016). Goal Four commits to quality education
for all and places strong significance on learning to live together sustainably rather than
placing its primary focus on foundation knowledge and skills (i.e., literacy, mathematics
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and science). Ramos and Schleicher (2016) observe that the key to making this vision a
reality is to make it visible. This inspired the inclusion of global competencies on the
PISA, Program for International Student Assessment (Schleicher, 2019).
There are many facets of globalization at work in defining the role and purposes
of education presently, particularly concerning the “dialectics of the global and the local”
(Torres, 2017, p. 6). Green (2012) pointed out that the term ‘global’ often includes the
concepts of “international (between and among nations), global (transcending national
borders), and intercultural (often referring to cultural differences at home and around the
world)” (p.3). One of the purposes of education is to assist students in their preparation
for life—for college, employment, future family and community involvement, and
participation in the democratic process (Sloan, 2012). By drawing aspects of
globalization into education, school leaders can be prepared to contribute to their local
and global communities.
Educational Leadership and Global Education
The leadership of principals is pivotal to the successful implementation of global
education in schools. Tye and Tye (1992) conducted a study among teachers at 11
schools in the U.S. with regard to a global education project. High schools and their
feeder middle and elementary schools were included in the sample. The study’s primary
objective was to explore what it would take to take to incorporate a global perspective
into the school’s curriculum. The study employed mixed methods for data collection.
Competing demands on teachers’ time and lack of knowledge about global education
were found as barriers to implementing a global perspective into the curriculum. One of
the key findings in the study was that principals’ leadership was critical to the
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implementation of global education into the school’s curriculum. Educational leaders’
role as a ‘leader for learning’ is pivotal in incorporating global education for the
contextual needs in their schools.
Global Competence
Global competence is multidimensional in nature (OECD, 2018; Reimers, 2009;
Tichnor-Wagner & Manise, 2019; UNESCO, 2015). Exploring the dimensions of global
competence can provide insight into the perspectives and values of people who differ
from one another. It can encourage empathy and better appreciation for the diverse
cultural, social, and economic conditions that shape the world (Ryan & Fallon, 2005).
Educational leaders are influential in their local setting. Their stewardship reaches
beyond the classroom walls to the stakeholders they serve in the community. Elements of
global competence are ever-present in their dealings with the varied roles of the
stakeholders.
It is imperative that school leaders understand that modern learners need to
interact locally and within their state, national and international communities (Zhang,
Bohley & Wheeler, 2017). Javidan et. al (2006) observed that “the reality for American
cultures is that they must increasingly cope with diverse cross-cultural employees,
customers, suppliers, competitors and creditors” (p.67). Today’s students need to be
prepared to address global issues with cultural sensitivity and understanding. School
leaders are in a position to acknowledge and implement a global view of the world in
their schools.
When schools begin to explore global competency for their faculty and students,
challenges such as how to imbue a global perspective into the curricula, engage faculty in
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professional development, and how to find time to enlist student engagement can be
challenging to navigate. Despite institutions’ idealized goal of fully incorporating global
competencies, generally, most internationalized activities are implemented in a piecemeal
fashion, rather than part of a well-thought-out and strategically designed process (Knight,
2004; Qiang, 2003). Administrators need to be prepared to address such challenges and
have a personal knowledge of and conviction about the importance of global competency.
Definitions
As the concept of global competence continues to be researched by various
organizations, its definition becomes more distilled and refined. The following definitions
vary from abstract and general to precise, measurable statements defining knowledge and
skills of global competence. They are presented to provide context through which the
concept of global competence can be understood in this research. These are working
definitions that will function together to provide a foundation for this study.
In 2011, the Asia Society Partnership for Global Learning partnered with the
Council for Chief State School Officers to focus on a global education initiative to
explore and promote global competence (Mansilla & Jackson, 2011). For a year, a task
force was commissioned by the two organizations to explore the meaning of global
competence. The following definition resulted from their combined efforts: “Global
competence is the capacity and disposition to understand and act on issues of global
significance” (Boix-Mansilla & Jackson, 2011, p. xiii). In essence, global competence
focuses on an individual’s abilities to navigate global skills and dispositions and be
globally aware of the world and the role he or she plays in it.
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Various definitions for global competence have been proposed throughout the last
three decades without unanimous consent on the definition of the term (Asia
Society/OECD, 2018; Deardoff, 2006; Hunter, White & Godbey, 2006). Recent
definitions of global competence that have been proposed in the literature are presented
below. Some are general in nature and others are pertinent to this research and the field of
educational leadership.
The Asia Society and OECD (2018) stated that global competence is a multifaceted concept that includes “cognitive development, socioemotional skills, and civic
learning” (p. 12). They identified four overlapping dimensions that are critical aspects of
global competence. The word ‘global’, in this context, does not just allude to a place on
the planet, but also the multifarious peoples, ideas, cultures and concerns that encapsulate
humanity. OECD (2018) defines a globally competent person as one who can “examine
local, global and intercultural issues, to understand and appreciate the perspectives and
world view of others, interact successfully and respectfully with others, and take
responsible action toward sustainability and collective well-being” (p. 4). Concerning
educational leaders, this definition captures the essence of global competencies needed at
a leadership level. This definition will be used as the foundational definition with
participants in this study.
Global citizenship has been a term that has been used synonymously with global
competence. The notion of citizenship is deeply embedded in many global competence
definitions. Oxfam (2015) defines the global citizen as someone who:
Is aware of the wider world and has a sense of their own role as a world
citizen; respects and values diversity; has an understanding of how the
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world works; is passionately committed to social injustice; participates in
the community at a range of levels, from the local to the global; works
with others to make the world a more equitable and sustainable place;
takes responsibility for their actions. (p. 5)
These definitions bring together salient facets of global competence as well as
principles of educational leadership. They reinforce the worldwide relationship of
humanity as well as our collective responsibility to work toward sustainability. They
connect from local to the global. They reinforce the overarching purpose of education and
the essence of what it means to be a global citizen. These competencies are foundational
in the work of education.
Global Competence Rationale
Current scholarly literature encompasses three rationales for the inclusion of
global competence in educational leaders’ practice: first, the reasoning for its inclusion in
education; second, its inclusion in the workplace; and, last, its inclusion in educational
leaders’ professional practice. The fostering of global competence speaks directly to the
purpose of education. Reimers (2009) stated that “good education begins with clarity of
purpose” (p. 1). Noting that education aims to prepare students for life, Reimers (2009)
believed that developing global skills and competencies can prepare students to be
problem-solving global citizens. Parents and students recognize the importance of globalcompetence education and its applications to curricula at all levels (Reimers, 2009).
Cushner (2008) also asserted that intercultural competence, or global competence, is a
vital component of education as its elements are needed by school personnel to serve the
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diverse, multicultural nature of school settings today. These assertions offer well-founded
reasons for the inclusion of global competence in education.
As has been mentioned previously, global competencies are valuable and
necessary knowledge, skills and dispositions in professional arenas worldwide (Hunter,
2004; Parkhouse et. al., 2016; Reimers, 2009). One of the most basic aims of global
competence is to prepare its pupils to meet the needs of the global workforce (Hunter,
2004). In schools, global competence is a mutual capacity that is salient to help students
and school personnel become engaged citizens and collaborative problem solvers who
work together to prepare for a shared future.
Tichnor-Wagner and Manise (2019) contend that educational leaders “play a
crucial role in creating and cultivating the environments that facilitate deep, sustainable
implementation of global teaching and learning” (p. 4). Educational leaders must call
upon vital knowledge, skills and dispositions in the workplace that require them to
understand local and intercultural issues, appreciate the perspectives and world views of
others, interact appropriately and effectively with people of different cultures and act for
sustainable development (OECD, 2018). These capacities are global competencies that
school leaders apply in their professional practice.
Globally competent leadership.
Globally competent leadership requires action (Tichnor-Wagner, 2020). The
journey to becoming globally competent in one’s professional practice is varied and
unique to each individual (Parkhouse, Tichnor-Wagner, Glazier, & Cain, 2016; TichnorWagner, 2020). Educational researchers have found that school leaders’ “sense of
identity as educators with strong moral purposes is a critical antecedent and co-requisite
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of their capacity for effective practices and closely associated with their professional
identities” (Crow, Day, and Møller, 2017, p. 265). The practices of school leaders use of
the dimensions of global theory are not well understood. Current and future school
leaders need to effectively develop and implement quality practices that build and sustain
global learning. Research on the policies and processes that influence globalization and
educational leadership can lead to higher-quality, research-based practices that will better
lead educational reform and prepare our students for the future.
Some educational organizations have recognized the importance of global
competencies and have recently begun to measure them on a large scale (Schleicher,
2019). The development of global competency needs to be assimilated into the regular
practice of leadership and learning. The National Education Association (2014) asserted
that “global competence in the 21 st century is not a luxury, but a necessity. Whether
engaging the world, or a culturally diverse homeland, the United States’ future success
may rely on the global competence of its people. Global competence must become part of
the core mission of education—from K-12 through graduate school” (p. 2). This
commission may require a shift in educational leaders’ paradigms to promote deeper
learning experiences that foster global competence in their schools.
Deeper Learning
A key role of education is to prepare students to enter the workforce. The
demands of the modern workforce are changing rapidly. Often these changes are
unpredictable, requiring communication, creativity, critical thinking and collaboration.
Educational institutions are faced with preparing students to think in these ways (Fullan
& Scott, 2014; NEA, 2014). Administrators, in particular, need to foster this imperative
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by leading teachers and students in developing these 21st-century skills, also referred to as
deep learning.
In 1976, Marton and Säljö conducted a ground-breaking series of experiments to
explore different levels of processing while learning. Students were instructed to read an
article and then were posed questions about the passage. The researchers discovered that
the learners engaged in two distinct types of processing: deep and surface. Surface
learners were focused on understanding the main points and memorization. Deep learners
searched for the meaning behind the topic and connected it with their previous
knowledge to gain greater understanding. Since then there have been numerous follow-up
studies on this subject (Biggs, 1993; Entwistle, 1981; Fullan & Langworthy, 2013; Mehta
& Fine, 2015; National Research Council, 2012; OECD, 2010; Ramsden, 1987; The
William and Flora Hewlett Foundation, 2010).
In Education for Life and Work, Pellegrino and Hilton (2012) presented a
cognitive science approach for deeper learning.
We define “deeper learning” as the process through which an individual
becomes capable of taking what was learned in one situation and applying
it to new situations (also called transfer). Through deeper learning (which
often involves shared learning and interactions with others in a
community), the individual develops expertise in a particular domain of
knowledge and/or performance. . . .While other types of learning may
allow an individual to recall facts, concepts, or procedures, deeper
learning allows the individual to transfer what was learned to solve new
problems, (pp. 5-6).
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In the corporate realm, the American Management Association (2010) surveyed
2,115 company managers and executives about the significance of the ‘Four Cs’ (critical
thinking, communication, collaboration and creativity) to their organizations both now
and in the future. According to the survey, three out of four respondents said these four
skills and competencies would be critically important in the coming years (American
Management Association, 2010). Ninety-one percent of the executives rated the pace of
change in the labor market as a leading cause of their critical importance. Other
significant reasons for the Four Cs’ importance were reported as global competitiveness,
the nature of how work is accomplished today, and the way organizations are structured.
The National Education Association developed An Educators Guide to the “Four
Cs” in 2014 to further clarify and advance deeper learning skills. Similarly, the William
and Flora Hewlett Foundation (2013) described the above-mentioned skills as deeper
learning outcomes that “students must possess to succeed in 21 st century jobs and civic
life” (p. 1). There is much evidence that deeper learning skills are needed for success in
the 21st century workforce. It is, therefore, surprising to find an absence of studies that
link deeper learning to educational leadership. This study explores how secondary
principals’ global competencies align with the school district’s focus on deeper learning.
Six Cs Framework
Fullan and Scott (2014) developed the Six Cs of Deep Learning to introduce the
“new pedagogies” (p. 3) or modes of learning inspired by real world problem-solving.
The core learning outcomes of these new pedagogies, or Six Cs, promote learning on an
“increasingly large and deep scale” (p. 3). Additionally, these traits are both individual
and collective in their scope. They are synergistic and work in tandem to promote
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capacities and competencies in learners to help them meet 21 st-century demands in the
workforce and life. The following is a list of the traits included by Fullan and Scott
(2014) in the Six Cs along with a brief description of each:
Character. Fullan and Scott (2014) define this trait as follows: “Character refers
to qualities of the individual essential for being personally effective in a complex world
including: grit, tenacity, perseverance, resilience, reliability, and honesty” (p. 6).
Citizenship. “Thinking like global citizens, considering global issues based on a
deep understanding of diverse values with genuine interest in engaging with others to
solve complex problems that impact human and environmental sustainability” (p. 6).
Collaboration. Fullan and Scott (2014) state that “Collaboration refers to the
capacity to work interdependently and synergistically in teams with strong interpersonal
and team-related skills including effective management of team dynamics, making
substantive decisions together, and learning from and contributing to the learning of
others” (p. 6).
Communication. “Communication entails mastery of three fluencies: digital,
writing, and speaking tailored for a range of audiences” (p. 6).
Creativity. “Having an ‘entrepreneurial eye’ for economic and social
opportunities, asking the right questions to generate novel ideas, and demonstrating
leadership to pursue those ideas into practice” (p. 7).
Critical thinking. “Critically evaluating information and arguments, seeing
patterns and connections, construction of meaningful knowledge and applying it in the
real world” (p. 7).
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The authors introduce the term ‘ethical entrepreneurialism’ and its application to
deep learning: “In our conceptualization entrepreneurialism is not just about making
money but also being able to identify and resolve complex personal and societal
challenges locally and globally” (Fullan & Scott, 2014, p. 3). They link education with
action and an awareness of the ‘ethics of life’. Small-scale ethics include how one treats
others and large-scale ethics concern humankind and efforts to build a sustainable future.
Fullan and Scott (2014) asserted “when we change our education system, and when
hordes of people are acting individually and collectively in ethically entrepreneurial ways
the world changes and keeps on changing with built-in adaptation and resilience” (p. 3).
The Toronto District School Board recently published a report titled Global
Competencies in Deeper Learning Environments Enabled by Pervasive Digital
Technologies: Evolving Framework for Theoretical Foundation and Developmental
Evaluation (Sinay & Graikinis, 2018). The report details the school district’s model
“which integrates subject-specific knowledge, pedagogical knowledge together with
technical knowledge, as the pedagogical framework to be used in deeper learning
environments” (p. 4). The model can be applied across all disciplines. The authors
developed principles, strategies and pedagogical approaches for deeper learning
environments to cultivate global competencies.
This study seeks to highlight the intersection of secondary principals’ deeper
learning practices and global competence practices. The coinciding skills imply that there
may be a relationship between the concepts which may improve administrative practice.
This intersection of the concepts and skills may be seen in Figure 1 below. Concurrently,
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this study will look at the intersection of these concepts through the lens of the
conceptual framework introduced in the next section.
Figure 1
Deeper Learning and Global Competence Intersection

Conceptual Framework
The Global Competencies for Educational Leaders Framework (Tichnor-Wagner
& Manise, 2019) outlines steps and resources that leaders can implement in their
schoolwide efforts to prepare students for “citizenship and work in today’s diverse,
interconnected world” (p. 15). The framework focuses on tenets, definitions, and best
practices that lead to the global competence of educational leaders.
The Global Competencies for Educational Leaders Framework was developed in
four phases. In Phase One a literature review of school leadership and global competence
was conducted and analyzed. Pilot interviews were held with K-12 school administrators
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who had experience implementing global initiatives. An initial set of tenets for
educational leaders were identified and aligned with Interstate School Leaders Licensure
Consortium (ISLLC) Standards. In Phase Two, focus groups of practicing K-12 school
administrators from the United States and abroad were conducted. The focus groups gave
feedback on the tenets and definitions developed in Phase One and suggested resources
and examples of each tenet in practice. In Phase Three, a final expert review was
conducted to refine the tenets, definitions and list of suggested activities. These reviews
were administered through a virtual survey and roundtable discussions. In Phase Four,
nine school administrators were interviewed. These administrators provided case studies
of how each tenet transpired in real school settings in urban and suburban areas serving a
range of student populations.
There are Seven Tenets of Globally Competent School Leaders identified in this
framework. They fall under four domains: (1) vision setting, (2) pedagogy and practice,
(3) situated action, and (4) systems and structures. These domains align with ISLLC
Standards. They also include best practices of educational leadership while allowing for
local professional context to be applied to an expansive global environment. The Seven
Tenets are as follows: (1) vision and mission, (2) curriculum, instruction and assessment,
(3) collaborative professional community, (4) global connections and collaborations, (5)
advocacy and community engagement, (6) equity and inclusivity, and (7) operations and
management. These tenets serve as a catalyst for reflection and a springboard for
initiating or implementing global initiatives (Tichnor-Wagner & Manise, 2019). They are
meant to be integrated with the professional standards and best practices educational
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leaders already have. Figure 2 illustrates four domains and the seven tenets found in the
GCEL framework (Tichnor-Wagner & Manise, 2019).
Figure 2
Four Domains and Seven Tenets Included in the GCEL Framework

Note: Reprinted from “Globally Competent Educational Leadership: A Framework for
Leading Schools in a Diverse, Interconnected World,” by A. Tichnor-Wagner and J.
Manise, 2019. Copyright 2019 by The Association for Supervision and Curriculum
Development and the Longview Foundation.
Common themes wind throughout the tenets for globally competent educational
leadership. First, all are predicated on an “ethic of care for individual human beings and
the planet” (p. 11). Second, there are explicit connections between the local and global.
Tichnor-Wagner and Manise (2019) stated,
Learning with and about the world not only connects us with countries and
cultures outside our national borders, it also understands that the plurality
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within our borders is a microcosm of the wider world, and that local issues
our communities face—natural disaster relief, job scarcity, access to clean
water—shapes and is shaped by events and circumstances all over the
world (p. 11).
Third, there is a tenor of continuous improvement as incremental steps are made to use
data and reflection to drive decision-making toward desired changes and outcomes. These
themes in the framework highlight the knowledge and deeper learning skills that
educational leaders need to lead global learning in their schools. “If educational leaders
create an environment that facilitates student learning and builds globally competent
teaching capacity in staff, students will develop the academic, socio-emotional, and
behavioral outcomes that lead to individual success and a peaceful, prosperous future for
all” (p. 5).
Many high-leverage practices emerged from the interviews the authors conducted
with educational leaders. These practices indicate immediate action that school leaders
could consider as they commence incorporating global competence in their schools. First,
since all schools are unique in their circumstances and context, there is no one way to
achieve the tenets mentioned above. Therefore, the authors suggest that school leaders
“localize the global” and expand their collaborative efforts (Tichnor-Wagner & Manise,
2019, p. 12). They found that those they interviewed connected and integrated global
competence into the curriculum, standards and content area that staff was already
teaching in creative and innovative ways. Additionally, the authors found that most of the
school administrators they interviewed included everyone in the process of building
global competence across the school. They brought stakeholders together to take part in
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their global learning activities. Finally, the authors found that a high-leverage practice
crucial to building global competence in schools is time. The administrators realized that
changes they hoped to see might not materialize in short order, but they had the
understanding that “developing global competence is a lifelong endeavor” (TichnorWagner & Manise, 2019, p.12).
The Global Competencies for Educational Leaders Framework will undergird the
current research study. Interview questions were constructed using the four domains and
seven tenets proffered by this framework. Educational phenomena and processes such as
knowledge, values and skills in this framework are aspirational, not prescriptive, and
therefore will be considered in the context of the participant and his or her school.
Findings will add to the body of knowledge that will inform and refine current
understandings of the global competence of educational leaders. Findings can also serve
to provide data for educational leadership training and professional development.
Domains of Globally Competent School Leaders
The seven tenets are organized under four domains in the Global Competencies
for Educational Leaders Framework. The following section reviews empirical research in
each domain and tenet to further ground the study in pertinent peer-reviewed studies.
Domain One: Vision Setting
Educational leaders promote and support a shared mission and vision of education
that prepares students for life, work and citizenship in a worldwide society (TichnorWagner & Manise, 2019). Principals are instrumental in setting a mission and vision for
their schools. Consequently, they are also instrumental in applying skills of leadership
theory to disseminate and follow through with expectations surrounding the mission and
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vision to school personnel. Anderson, Leithwood, Louis, and Wahlstrom (2004) defined
leadership in three basic steps: setting directions, developing people, and redesigning an
organization. Setting the direction through a school mission and vision is not only
necessary, it is vital to achieve solidarity and move toward student success. As noted
above, principals’ responsibilities are many and complex. Therefore, they need to
exercise distributed leadership in their efforts to drive the mission and vision of the
school forward to fulfill the needs of students and teachers.
Considering student and teacher needs is an important element of setting a school
mission and vision. Lemley, Schumacher, and Vesey (2014) conducted a study to
determine what learning environments best meet the needs of 21st-century high school
students. Nearly 1400 Grade 11 students responded to a questionnaire about their
perceptions of satisfaction and student-teacher relationships related to their learning
environment. Student achievement served as the independent variable in the study. The
conclusions from the study indicated that students’ satisfaction is linked to the presence
of a 21st-century environment and the student-teacher relationship (Lemley et al., 2014).
The authors asserted that “visionary, distributive leaders have great impact through the
influence of teachers, implying that educational leaders who allow autonomy through
distributive leadership provide more opportunity for change to occur in the culture of the
educational environment” (Lemley et al., 2014, p. 117). Principals must provide
leadership and vision to ensure that student and teacher needs in a 21 st-century
environment are an important consideration in mission and vision statements for their
schools.
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Bebell and Stemler (1999) examined the mission statements of 267 institutions
across four clusters (elementary, middle school, secondary, and postsecondary). In their
study they posed the question, “If a mission statement is a statement of what kind of
students the school wishes to produce, then what indicators should schools use in order to
measure this and ensure that the school is fulfilling its mission?” (pp. 34-35). One of the
major themes that emerged in their research was a global community theme. The
thematic elements articulated in the mission statements that included global constructs
were an appreciation for diversity/culture, instilling global awareness, and adaptive
students in diverse societies (Bebell & Stemler, 1999). Notably, each thematic element
represented a measurable construct.
Bebell, Stemler, and Sonnabend (2010) found in a later study that there was a
consensus across schools that civic development was a major purpose of secondary
education. The authors concluded that “the school mission can serve to represent the core
philosophy and working ethos of a school and that a shared mission may be a necessary
prerequisite for an effective and highly functioning school” (Bebell, Stemler, &
Sonnabend, 2010, p. 391). Setting the direction of the school toward student and teacher
needs in a 21st-century environment and civic development across global themes could
powerfully strengthen and encourage global competence opportunities for students and
school personnel.
Domain Two: Pedagogy and Practice
Teaching and learning in a global context are the imperatives of fostering global
competence in schools (OECD, 2018). A standard curriculum that embeds global
perspectives and is taught in an interdisciplinary fashion promotes the engagement of
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these skills. The fostering of global knowledge, skills and dispositions of students should
“shape the culture and the design of the curriculum, as well as the pedagogical approach”
(OECD, 2018, p. 32). Globally competent educational leaders support courses and
programs that embed global competence and provide staff time for collaborative,
innovative work (Tichnor-Wagner & Manise, 2019).
Curriculum, instruction and assessment. Educational leaders “support
curriculum, instruction, and assessment that incorporate and promote the development of
each student’s global competence” (Tichnor-Wagner & Manise, 2019, p. 23). The school
principal’s role as an instructional leader is a core role that directly affects student
learning outcomes (Hallinger, 2012). “A school’s approach to articulating curriculum and
engaging students in instruction and assessment are the primary ways through which
global competence becomes a reality for students” (Boix-Mansilla & Jackson, 2011, p.
80). The authors offered five ways that schools could integrate a global focus into school
curricula: 1) engage students by addressing global challenges, 2) globalizing the context
for learning, 3) connecting to universal themes, 4) illuminating the global history of
knowledge, and 5) learning through international collaboration (Boix-Mansilla &
Jackson, 2011). Educational leaders can support teacher instruction by linking teacher
practices to a globally focused curriculum. Secondary school principals can also be open
to piloting new and strengthening existing approaches that promote global competence
(Boix-Mansilla & Jackson, 2011).
Introducing global themes into the classroom curriculum is not the only way to
foster global competence. Extracurricular programs and special events, especially at the
secondary level, offer opportunities for students to develop global competence or “real

33

world” benefit (Reimers, 2009; Tichnor-Wagner & Manise, 2019). Schattle (2008)
related how many schools in Britain had connected the idea of global citizenship with
exchange programs and service projects in local communities worldwide. In Seoul,
extracurricular activities are being “expanded with an emphasis on student selfgovernance and ‘talent donation’, or voluntary community service, allowing students to
develop and demonstrate 21st-century competencies” (Stewart, 2020, para. 8).
Additionally, to leverage system change, universities in Seoul are considering
extracurricular activities and exam results in their entrance procedures (Stewart, 2020).
Further, by emphasizing the inclusion of global competencies in extracurricular activities
and events, these skills may be practiced and applied in real-world settings.
One of the major challenges of the incorporation of global perspectives into the
current curriculum is inadequate teacher knowledge of global literacy (Smith, 2002).
Gonzalez (2008) noted that a “major challenge faced by teacher education in an
increasingly global society is to prepare teachers who can function effectively in a
standards and accountability environment while modeling and inspiring their students to
be internationally-minded, creative citizens” (p. 3). Educational leaders must follow
through to help teachers develop and maintain the knowledge and skills needed to embed
21st-century competencies into their teaching curriculum. Educational leaders can
facilitate the development of teachers’ global literacy through professional development
opportunities and professional learning communities.
Collaborative professional community. “Educational leaders foster a
professional community where school personnel work together to build capacity in
developing global competence for each student and staff member” (Tichnor-Wagner &
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Manise, 2019, p. 30). Many schools invest considerable resources toward the professional
development of their teachers annually. Berry and Cator (2016) offered micro-credentials
as a potential solution for strengthening job-embedded professional development and
teacher collaboration. Micro-credentials “present teachers with opportunities to document
their formal and informal learning. Individually and in teams, teachers can identify and
develop important skills, submit evidence of their teaching…. And in the long run, microcredentials offer a way for American teachers to more fully own and advance their
profession” (p.4). Although micro-credentials are a recent approach to professional
development, pilot studies have been conducted to explore their pertinence and
implications (Acree, 2016; Ifenthaler, Bellin-Mularski, & Mah, 2016).
It is important for schools and teams to “begin where they are” in terms of
identifying and nurturing innovation to advance global learning in their organization
(Reimers, 2009, p. 4). Reimers (2009) suggested establishing cross-disciplinary design
teams of teachers, district personnel and scholars to define global competency. This, in
turn, will help school personnel identify existing practices in their schools that foster
these competencies. Educational leaders can further this initiative in their schools by
encouraging their school improvement teams to investigate how these competencies can
be developed more deeply in their professional learning communities (Reimers, 2009). In
addition, professional learning communities and school improvement teams should be
cognizant of research surrounding evidence-based practices and use these to inform and
support local decision-making (Wagner, 2014). Establishing K-16 connections is a
notable support for expanding educators’ knowledge of educators in global, national, and
state innovations (Wagner, 2014). By fostering ongoing K-16 dialogue, educational
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leaders can lengthen the stride of their professional learning communities to build
capacities in their staff and, consequently, their students.
Domain Three: Situated Action
Establishing global and local connections with higher education, community
entities, and business organizations facilitates the knowledge, skills and dispositions
associated with global competence. These connections can be offered to students and
teachers in many ways (ie. technology, student exchanges, study abroad experiences etc.).
Educational leaders work to establish connections with exterior institutions to deepen
students’ global perspectives. Globally competent educational leaders participate in
diverse local, national and international learning exchanges and they connect to local
organizations, universities and businesses that support global learning (Tichnor-Wagner
& Manise, 2019).
Global connections and collaboration. “Educational leaders connect and
collaborate globally to promote and support each students’ academic success, well-being,
and global competence development” (Tichnor-Wagner & Manise, 2019, p. 35).
Developing partnerships with schools in other regions or countries, along with crosscultural learning exchanges fosters global competence (Brennan & Holliday, 2019;
Tichnor-Wagner & Manise, 2019). Richardson, Imig, and Ndoye (2013) conducted a
study on masters and doctoral-level educational leadership students at the University of
North Carolina Wilmington. The researchers used the Miville-Guzman UniversalityDiversity Scale – Short form (M-GUDS-S) survey and interviews to measure the
development of cultural awareness in students who participated in an international
internship practicum. Two groups were involved in the study. The first was an
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intervention group that participated in a pre-departure online course and the London
practicum experience. The second was a control group that stayed in their home
communities. The guiding question was “how can U.S. universities prepare K-12 school
leaders who are globally focused, globally aware, and able to bring these global skills and
perspectives into their leadership roles” (p. 102). The findings of the study added to the
intercultural, global, and cross-cultural literature body. The researchers pointed out that it
is difficult for leaders to instill an international or global perspective at the school level
without understanding the development of their own diverse perspectives.
The term ‘glocalization’ has been coined to mean the merging of the local and the
global (Brooks & Normore, 2010). This abstraction has profound implications for
educational leadership. Brooks and Normore (2010) pointed out that educational leaders
may not be using all the instructional resources at their disposal. Additionally, a myopic
education centered only on geographically local perspective does not serve the students
well (Brooks & Normore, 2010). Instead, by making global connections and engaging the
local community, educational leaders can offer a vast repertoire of resources and
perspectives to their faculty and students that may not have been available before.
Modern technology makes global connections accessible to students in
unprecedented ways. Virtual exchanges can be acquired through sundry channels. “States
and districts need to do more to promote virtual exchanges between students and teachers
from other countries through the use of email and social media such as blogs and
videoconferencing” (Van Roekel, 2010, p. 3). Reimers (2009) pointed out that identifying
global connections and collaboration practices of other schools is helpful for ‘scaling up’
existing approaches to fostering global competence. Educational leaders can be
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proponents of global connectivity by developing partnerships with other schools and
cross-cultural learning exchanges.
Advocacy and community engagement. Educational leaders advocate for global
competence and engage the support of families, community members, and policymakers
(Tichnor-Wagner & Manise, 2019). School leaders in our day are called upon to be
advocates--not only for their student body and faculty but for the world beyond the
school walls. The notion of 21st-century competencies has been present for some time, so
now many educational organizations are in the process of moving from advocacy to
implementation of global elements in their schools (Stewart, 2020). However, many
parents and teachers are more riveted on traditional academic subjects and university
acceptance than on developing 21 st-century competencies (Stewart, 2020). There is a
need for continued advocacy and discussion with stakeholders about the broad purposes
of education.
Service-learning is one way that universities and community organizations foster
global competencies and cultural awareness. In their article, Local to Global ServiceLearning: A Two-Hour Volunteer Experience in Global Citizenship, Sanmiguel et
al.(2019) report on a study conducted at Texas A&M International University. They
posed the question, “How does a university with more than 7,000 students engage each
student globally when it is not financially possible to fund international service-learning
for all students?” (Sanmiguel et al., 2019, p. 43). Their answer was to find ways to “serve
locally with an international lens to impact globally” (Sanmiguel et al., 2019, p. 43).
Students were invited to volunteer to hand-pack boxes of nutritious, medically
fortified meals for malnourished children in Haiti. Members of the local community were
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also invited to participate. Throughout the event, volunteers were informed about food
insecurity and the social justice cause to eliminate hunger. A pre-/post- structure of
guided reflections was organized for each two-hour session to “bring participants full
circle from awareness to local action to global impact” (Sanmiguel et al., 2019, p. 47).
Many high school-age students participated but were not able to participate in the survey
because they were under the age of 18. Of the 600 volunteers who participated, 170 took
a survey that was associated with the experience. The survey was composed of
demographic information, a forced-choice question, and three open-ended questions.
Sanmiguel et. al (2019) concluded that while students may believe the service, they
render makes an event service-learning, the pre-and post-reflective sessions are requisite
to the ‘learning’ portion of the event. Secondary school principals can advocate for global
competence by connecting with university and community organizations through servicelearning opportunities.
Domain Four: Systems and Structures
Globalization drives new educational reform policies and efforts toward better
educational outcomes (Harris & Jones, 2016). Harris and Jones (2016) claim the demand
for educational systems to change, transform and improve is acute. Leadership capacity is
a salient prerequisite to system improvement and sustainable transformation (Barber et
al., 2013). School leaders are the change agents that introduce changes and improvements
incrementally on a schoolwide level. Globally competent school leaders are committed to
principles of diversity, equity and inclusion and the allocation of resources to support
global learning opportunities. The perennial issues of educational equity, funding and
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politics should be considered global competence education as a means to ensure that all
students have the opportunity to hone 21 st-century skills.
Equity and inclusivity. Educational leaders endeavor to ensure equitable access
to global learning experiences for all students and seek to cultivate an inclusive and
supportive school community that esteems the diversity of each student (Tichnor-Wagner
& Manise, 2019). Building a culture of equity and inclusivity is at the heart of student
learning and staff professional growth (CCSSO, 2008). Educational leaders’ commitment
to establishing an ethos of tolerance and civility is paramount so that students, families
and staff feel safe and heard (Tichnor-Wagner & Manise, 2019). This requires constant
effort on the part of school leaders. Richardson, Imig and Ndoye (2012) observe that
“putting oneself in contact with diversity, developing an appreciation for that diversity,
and being comfortable in diverse situations are processes rather than fixed points in time”
(p. 116).
The process toward a deeper understanding and appreciation of cross-cultural
differences was explored by Bennett (1986) in the Developmental Model of Intercultural
Sensitivity. In this model he investigated intercultural communication, engagement, and
equity. The model proposed a developmental continuum of increasing sensitivity to
cultural difference. The primary assumption of the model is that as one’s perceptions of
cultural difference becomes more complex, their cultural experience becomes enlightened
and their potential for greater intercultural competence increases. In this way, the
underlying worldview of the participant progresses from an ethnocentric to a more
ethnorelative condition (Bennett, 2004). “Changes in knowledge, attitudes or skills are
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taken as manifestations of changes in the underlying worldview” (Bennett, 2004, p. 11).
Educational leaders’ worldview can affect the equity and inclusivity of a school climate.
Promoting a climate of cultural inclusiveness adjures open dialogue among
educational leaders and stakeholders. Ward (2018) explored the experiences of students
in a university educational leadership program course activity. The selected course for the
study was on cultural diversity. The researcher designed course activities for learners to
“develop their cultural competence as cultural competence across a broad spectrum of
constituents is viewed as critical to building a welcoming environment for learning in
schools and at home” (Ward, 2018, p. 167). The study included 27 adult learners who
were given real-world case studies that educational leaders have encountered. Students
had to work collaboratively and with cultural sensitivity to solve problems and promote
cultural inclusiveness. The researcher found that working collaboratively in groups
helped improve students’ “content knowledge, leadership skills and attitudes in a)
building dialogues by collaboration; b) making sense of data on cultural differences; c)
confidently handling conflicts related to diversity; d) learning how to communicate more
effectively; and e) working toward collective efficacy” (Ward, 2018, p.168). The work of
collaboration is imperative for educational leaders in advancing an ethos of cultural
inclusiveness amongst school stakeholders.
Operations and management. “Educational leaders manage school operations
and resources to support staff and student global competence development” (TichnorWagner & Manise, 2019, p. 51). An essential facet of leadership is the management of
the organization, its operations, and its resources. Overseeing and maintaining a school’s
infrastructure is a substantial stewardship that, in its way, correlates with student
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achievement (Berner, 1993; Cash, 1993; Hines, 1996). Educational leaders’
administrative priorities affect the direction of teaching and learning reforms in their
schools. Districts also play a vital role in scaling reforms on teaching and learning
(Cohen-Vogel et al., 2015).
Educational leaders can begin their support of global competence development by
focusing on district policies and initiatives that support the knowledge, skills and
dispositions surround global competence. By allocating and utilizing resources toward
instructional materials, staff and professional learning and development that support
global competence, educational leaders build capacity and structure around global
competency development for both students and school personnel (Tichnor-Wagner &
Manise, 2019). In a system focused on accountability and high-stakes testing, budgetary
cuts and restrictions can produce roadblocks for implementing initiatives like global
competence development. Boix-Mansilla and Jackson (2011) declare that “the cost of
‘putting the world into world-class education will be considerable. The cost of not doing
so will be infinitely greater” (Boix-Mansilla & Jackson, 2011, p. 94).
Summary of Chapter Two
School leaders play a crucial role in directing their schools at many levels.
Secondary principals, in particular, have a primary responsibility to see that students
make a successful transition to postsecondary studies and work. Global knowledge, skills,
and dispositions are needed by both students, teachers and leaders alike to ensure that
students are adequately prepared for success. This study seeks to address the gap in the
research regarding how administrators are globally competent in their current
professional practice.
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Both deeper learning and global competence have been subjects of interest in the
educational field in the last decade (Fullan & Scott, 2014; Mansilla & Jackson, 2011;
Parkhouse, Tichnor-Wagner, Cain & Glazier, 2016; The William & Flora Hewlett
Foundation, 2010). Deeper learning competencies and global competencies share
common knowledge, skills and features (Sinay & Graikinis, 2018). The overlap of these
competencies strengthens the notion that they are needed in our schools and classrooms
today. Deeper learning and global competence speak largely to the pedagogy teachers
and school leaders use to create environments and experiences that prepare students for
successful entry into postsecondary studies or the workforce. Skills such as
communication and collaboration are highly sought after in college students and in the
modern workforce (Majid, Liming, Tong & Raihana, 2012). Critical thinking and
creativity competencies are necessary precursors to many cutting-edge jobs that continue
to flood our labor force.
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CHAPTER THREE: METHODS
The attainment of global competence is an essential component in our
understanding of the purpose of education in our changing world (NEA, 2014; Reimers,
2009; Tichnor-Wagner. 2017). Global competence of both students and teachers has been
studied in the past decade (Mansilla & Jackson, 2011; OECD, 2018). However, the
global competence of school administrators has been explored only very recently
(Tichnor-Wagner, 2020). School leaders play a crucial role in directing the focus and
affairs of a school. Secondary principals, in particular, have a primary responsibility to
see that students make a successful transition to postsecondary studies and work. Because
global knowledge, skills, and dispositions are needed to navigate our modern world,
administrators must possess global competencies to navigate and direct the affairs of their
schools.
The overarching research question guiding this study was: To what extent are
secondary principals globally competent in their current professional practice? The
current study investigated how secondary school principals applied global competencies
in their practice as school leaders. Using a sequential explanatory mixed-method twophase approach, the researcher used both quantitative and qualitative methods to answer
the following research questions:
1) To what extent are secondary school principals in one Intermountain district
globally competent around seven tenets as defined by their current professional
practice?
2) How are secondary school principals in one Intermountain district enacting these
tenets in their schools currently?
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3) How do secondary school principals’ global competencies align with the school
district’s focus on deeper learning?
The goal of this study was to understand specific ways that secondary school
principals in one Intermountain district do or do not exercise global competence in their
professional practice. Additionally, through this study I explored how the school leaders’
global competencies aligned with deeper learning practices. As demonstrated in the
review of the literature in Chapter 2, there is limited research on this subject. Therefore, a
descriptive design that includes qualitative and quantitative data was developed to
understand secondary principals’ global competencies.
This chapter will begin with a brief explanation of the conceptual framework that
provided the lens for this study. The setting and sample population will be described as
well as the research design, data sources and instruments. Each phase will be presented
with the details pertinent to it. The methods of data collection and analysis in each phase
will also be presented.
Conceptual Framework Contribution to Research Design
This study was conceptually grounded in work described in the report, Globally
Competent Educational Leadership: A Framework for Leading Schools in a Diverse,
Interconnected World (Tichnor-Wagner & Manise, 2019). This report provides the
foundation and rationale for this study. Instruments for both quantitative and qualitative
data were created using this conceptual framework outlined in this report. The conceptual
framework developed in four stages (ASCD, 2019). The framework culminates in K-12
narratives that illustrate concrete examples of how the tenets played out in real school
settings and are included in the framework’s ‘Tenets in Action’ section.
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Seven tenets of globally competent school leaders were created. The tenets fall under
four domains that reflect general best practices of educational leadership: vision setting,
pedagogy and practice, situated action and systems and structures. The domains are
interrelated and build on each other. The framework “provides a common framework for
leading schools that support global competence, as well as concrete steps and resources for
leading school-wide efforts that prepare all students for citizenship and work in today’s
diverse, interconnected world” (Tichnor-Wagner & Manise, 2019, p. 15). The tenets are
meant to be aspirational, not prescriptive and they are designed to be integrated with the
“professional standards and best practices to which educational leaders already adhere to
support students’ academic success and overall well-being” (Tichnor-Wagner & Manise,
2019, p. 13). Each tenet is directly aligned with the Professional Standards for Educational
Leaders.
Research Setting
The setting for this study was traditional public secondary schools in a school
district in the Intermountain Region. The school district covers a large area and it
continues to grow as new schools are being built and older buildings are being
remodeled. It served over 20,000 students in 2019, with nearly a quarter of its student
population being high school students. Secondary principals in the school district serve a
range of student populations regarding ethnicity, culture, socio-economic status and race.
There are ten traditional public high schools in the district; offering the potential of ten
secondary principals to participate in the study.
This district was purposefully selected because of its district-wide focus on deeper
learning skills and dispositions that closely parallel the global competencies being
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investigated in this study. The district’s skills are based on the Six Cs of Deeper Learning
(Fullan & Scott, 2014) being collaboration, communication, critical thinking, creativity,
character and citizenship. The districts’ vision for learning encapsulates Fullan and
Scott’s (2014) Six Cs. These deeper learning traits are promoted to students, teachers and
administrators through the channels of the conceptual frameworks’ four domains--vision
setting, pedagogy and practice, situated action, and systems and structures (TichnorWagner & Manise, 2019).
Research Design
This study was an explanatory sequential mixed method design (Creswell &
Plano Clark, 2011). I conducted the research in two phases. In Phase One, a quantitative
survey was distributed, collected, and analyzed. The survey explored how secondary
principals perceive they are globally competent in their practice. It laid a foundation of
understanding for the researcher which informed the next phase. In Phase Two, findings
from the survey were used to develop the interview questions and probes for the
qualitative interviews (Creswell & Clark, 2007; Creswell, Hanson, Gutmann, & Plano
Clark, 2003). The details of the design for the second phase emerged on the basis of my
interpretation of the results of the initial quantitative phase, making the design both fixed
and emergent (Creswell & Plano Clark, 2011). Connecting, comparing and contrasting
the inferences that emerged from both phases enhanced this study because the qualitative
data gathered through the interviews explained and extended the information gathered in
the quantitative survey. This helped me understand the global competence of secondary
school principals in a richer way than a study using a single approach. The methods
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provided in-depth insight into school administrators’ global competence and how they
exercised it in their professional practice.
Crewell and Plano Clark (2011) posited that there are four key decisions involved
in choosing an appropriate mixed method design. These key decisions include: 1)
interaction between the quantitative and qualitative components of the study; 2) priority
of the methods; 3) timing of the methods; and 4) procedures for mixing the methods. The
quantitative and qualitative components, or methods, of the study worked together
interactively throughout the study rather than independent methods. In this study, priority
was given to the qualitative data throughout the collection and analysis periods. The
quantitative phase was conducted first because it was used to inform the qualitative
phase. The two methods were used together and mixed before the final interpretation of
the study.
Greene, Caracelli, and Graham (1989) presented broad reasons why a researcher
might engage in mixing methods. The current study drew upon two of their broad
typologies: complementarity and development. The complementarity approach seeks
elaboration and clarification of the results from one method to the other. I used the
complementarity approach to elaborate and clarify the results between the quantitative
and qualitative methods. The development approach seeks to use the results from one
method to develop and inform the other method. I applied the development approach
using the results from the quantitative findings to establish a foundational understanding
for the creation the qualitative instrument used in the second phase of the study.
Bryman (2006) observed that there can be multiple reasons for mixing methods.
He suggested that new reasons for mixing methods can emerge during the study. While
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conducting the study I gained new insights as to why and how to use mixed methods. I
used two of Bryman’s reasons for mixing the methods: illustration and completeness.
Illustration refers to the use of qualitative data to clarify and elaborate on the “dry”
quantitative findings. The qualitative component was necessary to provide an explanation
for the quantitative data. Completeness refers to the idea that by using both quantitative
and qualitative research a more comprehensive account of the area of inquiry can be
given. Using both methods provided a more thorough means to investigate how
principals were applying their global competence to their professional practice.
The objective of this study was to construct meaning and understanding about
secondary school principals’ global competence by investigating their current practice.
Additionally, principals’ competencies were explored to see how they aligned with the
school district’s focus on deeper learning. The epistemological stance and needs for this
study fell in line with Merriam’s (1998, 2009) interpretive qualitative approach to case
study research. Merriam (2009) acknowledged that case study research can use both
quantitative and qualitative methods to construct meaning as long as inductive reasoning
and interpretation take priority over hypothesis testing. This study drew on both methods
of inquiry to construct a deep understanding of the phenomenon under investigation with
emphasis given to the qualitative phase of the study.
Population Sample
The participants in this study were secondary school principals from a school
district in the Intermountain Region. Secondary principals were the focus of this study
because their leadership directly affects students who need global knowledge, skills and
dispositions directly before they enter the workforce, careers and civic life. Tichnor-
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Wagner and Manise (2019) stated that “if educational leaders create an environment that
facilitates student learning and builds globally competent teaching capacity in staff,
students will develop the academic, social-emotional, and behavioral outcomes that lead
to individual success and peaceful, prosperous future for all” (p. 5). Globally competent
leadership is an integral part of best leadership practice for educational leaders (National
Policy Board for Educational Administration, 2015).
A two-fold sampling method was employed in this study. The sample was
convenient to the researcher, but also purposeful because those who participated were
knowledgeable about Fullan and Scott’s (2016) Six C’s deeper learning skills. The
secondary school administrators were chosen because they were accessible to me and
also because of my interest in understanding the global competencies of the district’s
secondary administrators. The knowledge gained through the convenience sampling
method was “representative of the population from which the sample was drawn”
(Etikan, Musa, & Alkassim, 2016, p. 4). The demographic characteristics of the total
population and study participants is shown in Table 1.
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Table 1
Sociodemographic Characteristics of the Total Population and Participants
Characteristics

Total
Population

Gender
Male
9
Female
1
Race
White
9
Non-white
0
Undisclosed
1
Highest Level of Education
Master
7
Doctorate
3
Years in Education
*
10-20
21-30
31-40
Age
*
40-49
50-59
60-69
Speak Second Language
*
Yes
No
Note:*Information unavailable

Sample on
Survey

Sample on
Interview

5
0

3
0

4
0
1

3
0
0

2
3

1
2

1
3
1

1
1
1

3
1
1

2
0
1

4
1

3
0

Instruments
Two instruments were used in this study. Each instrument was used in a separate
phase of the study. Research Question One (see Table 2) was addressed through
quantitative measures, a demographic questionnaire, and a survey. After signing a
consent form, each participant received a five-point Likert scale survey. The respondents
were asked to complete the demographic questionnaire and answer the twenty-eight
statements based on his/her evaluation of his/her current practice. Research Questions
Two and Three were addressed in the qualitative phase of the study. An interview
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protocol was used to collect qualitative data about secondary principals globally
competencies in their current practice. The primary researcher conducted interviews.
Table 2 displays the research questions and their respective data sources.
Table 2
Research Questions and Data Sources
Research question
To what extent are secondary school principals
in one Intermountain district globally
competent around seven tenets as defined by
their current professional practice?

Data source
Descriptive statistics from survey

How are secondary school principals in one
Intermountain district enacting these tenets in
their schools currently?

Interview transcripts

How do secondary school principals’ global
competencies align with the school district’s
focus on deeper learning?

Interview transcripts

Demographic information

Researcher log

Researcher log

A log was kept during the research period to capture ideas and information during
the research phase of the study. The log was used to record times and dates of
correspondence and meetings with the school district. It also functioned as a place to
record the details of the setting and overall impressions of the research with regard to the
interviews with participants. The log was primarily used during the qualitative phase of
the study.
Quantitative Method – Phase One
Sample
All ten of the secondary principals in the district were invited to participate in
Phase One of the study. The five secondary administrators agreed to participate in the
quantitative component of this study were male, between the ages of 40 and 61, and
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White except for one participant who preferred not to answer the ethnicity question. All
participants had either a Masters’ or doctorate degree. Respondents had been in education
for 14-35 years and all had traveled abroad. Four participants indicated that they speak a
second language. A profile of the survey participants is presented in Table 3.
Table 3
Profile of Subjects, Qualitative Descriptive Data
Participant Gender Age

Ethnicity Degree
White

M.A.

Years in
education
14

Travel
abroad
Yes

Speak another
language
Yes

P1

M

40

P2

M

45

N/A

Ed.D.

22

Yes

Yes

P3

M

48

White

Ph.D.

26

Yes

Yes

P4

M

50

White

M.A.

22

Yes

No

P5

M

61

White

Ph.D.

35

Yes

Yes

Survey
A survey for this study was developed by the researcher using statements from the
Tenets in Action section of the ASCD report (Tichnor-Wagner & Manise, 2019). The
report included twenty-eight statements under seven tenets that globally competent
leaders were found to possess. These statements were the foundation for the survey for
this research study. The statements illustrate characteristics of globally competent
educational leaders. The researcher converted the twenty-eight statements from the
ASCD report into Likert response items for the survey.
Participants were first asked to sign a consent form and then complete a
demographic questionnaire. Next, participants were asked to rate each item (statement) as
to the extent that they were globally competent in their professional practice as an
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administrator. A five-point Likert scale was used in the survey to ascertain the frequency
of participants’ application of global competence regarding their own professional
practice. Answers to the statements were anchored with the opposite antipodes Never and
Always. The survey provided information about the participants’ current global
competencies. The survey was used as a foundation for understanding the global
competencies of the secondary school principals. It served as a starting point to create a
foundation of understanding about secondary principals’ application of global
competencies in their professional practice.
Data collection. I gathered the names and email addresses of all ten secondary
school principals in the district who could participate in the study. Their email addresses
were retrieved from their school websites. Then, they were emailed and invited to take
the survey. Invitations and consent forms were distributed to all the secondary principals
via email. The digital survey link was then distributed via email. I received two responses
after a week. A reminder email was sent out a week later. Three more responses were
received. A follow-up email was sent to those who had not taken the survey within two
weeks. After receiving no additional responses, I closed the survey. Completed surveys
were stored on a password-protected computer.
Data analysis. In Phase One, quantitative data were collected and analyzed. The
researcher investigated the participants’ self-evaluation of their global competence
around the seven tenets from the conceptual framework. Due to the small number of
participants, only descriptive statistics were derived from the data and a reliability
analysis was conducted. The primary purpose of the survey was to ascertain deductive
results that informed the qualitative phase. Once the Phase One data were compiled, I
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focused on the most salient features and identified patterns in the data that tell the story.
The procedural steps analyzing quantitative data evolved in a linear fashion; however, the
interpretive approach to the descriptive analysis was iterative, with each step “building
upon others and requiring reconsideration and modification as the researcher’s
understanding of the phenomenon and study unfolds” (Loeb et. al, 2017, p. 17).
Qualitative Method – Phase Two
Sample
The interview selection process was changed during the study due to pandemicrestrictions imposed by the school district. The initial plan was to request interviews from
all the survey respondents. However, because of limitations associated with Covid-19, the
school district leaders only permitted me to interview three participants for the qualitative
phase of the study. This meant that the interview participants were not selected based on
any metric criteria. However, the three participants who were chosen by the district to
participate in the interviews (indicated in bold in Table 3) did vary in their demographic
and survey responses.
Interview Protocol
Interviews were conducted to explore participants’ views, experiences, beliefs,
motivations and vision. The interviews provided more in-depth information about the
administrators’ behaviors, opinions, and feelings about how they employed global
competencies in their professional practice. I developed an interview protocol to guide
semi-structured interviews with research participants (see Appendix C). The interview
protocol for this study followed Creswell’s (2009) recommendation to begin with an
icebreaker question and then four to five questions with accompanying probes. First, the
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participants were asked to respond to three brief demographic questions which helped the
researcher document whether participants had traveled abroad or spoke another language.
The guiding questions for the interviews were devised using Research Questions
Two and Three and also information gleaned from the survey data. The focus of the
interviews was to elicit participants’ reflections on what advanced their global
competencies as well as challenges that impeded the employment of global competence
in their practice. Probes were constructed to help the interviewee think more deeply about
the questions. Follow-up questions were constructed to address the Seven Tenets
included in the ASCD Report (Tichnor-Wagner & Manise, 2019). Data from the
quantitative analysis were used to refine probing questions for the interview (Curry &
Nunez-Smith, 2015). The semi-structured approach in the interviewer included questions
to guide the discussion while letting participants expand on their responses. The
flexibility of this approach allowed for elaboration on information that the participant
feels is important.
Data collection. After the survey data were collected and analyzed, I conducted
semi-structured interviews with survey respondents whom the district permitted me to
interview. While the initial intent was to interview all survey respondents, only three
participants were permitted to be interviewed due to pandemic-related restrictions
imposed by the school district. I contacted the principals and set up virtual interviews to
be conducted via Zoom. The interview process was iterative. While the questions on the
interview protocol were the same in each interview, the semi-structured nature of the
follow-up prompts were adapted as needed in each interview. The interviews were
conducted within a four-week time period.
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The questions were general in nature to allow participants to share frankly. The
researcher asked follow-up questions to acquire more specific information and learn more
deeply about the participants’ experiences. Interviews were digitally recorded via two
devices. I took written notes during the interviews. All interviews were conducted on the
videoconferencing application, Zoom. Conducting the interviews via Zoom allowed the
participants to be in a comfortable and less restrictive environment which may have
helped the participants feel at ease and more able to share information (Turner, 2010).
Data analysis. After the interviews were completed, the audio recordings of the
interviews were transcribed. Qualitative analysis software was used to code all the
transcripts of the interviews. Transcripts of the interviews were reviewed and explored.
The researcher drew on empirical literature to identify initial categories and themes and
develop new codes as they emerged (Strauss & Corbin, 1990). Patterns and themes were
identified, examined and interpreted using the textual data from the interviews. Initial
codes were created as similar features arose. Codes were revised and combined into
themes. Memos were kept for further analysis (Miles & Huberman, 1994). The researcher
compared evolving patterns and themes with the research question objectives throughout
the iterative process. The results of the study are not generalizable due to the small
number of participants. Local factors may have also affected themes that arose in the
interviews.
The qualitative data that was gathered in the interviews were analyzed in an
iterative fashion throughout the data collection period of Phase Two. Maxwell (2013)
noted that data analysis should begin immediately after the first interview is finished and
should continue until it is done. This should be systematically planned. Creswell (2009)
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urged researchers to “look at qualitative data analysis as following steps from the specific
to the general and as involving multiple levels of analysis” (p. 184). The interviews were
analyzed and coded for patterns and themes. Each theme was examined to gain
understanding of the participants’ global competencies. Further analysis was conducted
after Phase One and Phase Two to evaluate the differences in the practice of those who
showed significant global competence on the survey and those who do not.
Coding approach. The coding approach for the qualitative phase of this study
was an iterative process. I used Dedoose to organize my qualitative data. I began with
initial coding using a priori codes determined by the main topics in the interview
questions. These root codes were global competence, worldview, deeper learning, and
educational leadership. I marked the interview transcripts generally for a priori codes
first. Then, I reviewed the excerpts and determined more detailed sub-level codes with
the root codes. I returned to the transcripts again, looking for connections among the data.
I began to recognize categories within the root and sub-level codes. Within the
categories, themes began to emerge as I continued to review the data. Table 4 details the
analytic process I used to codify the qualitative phase of this study.
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Table 4
Analysis of Data, Categories and Emergent Themes
priori codes
Global Competence

Worldview

Deeper Learning

Educational
Leadership

Codes
Mission and Vision
Curriculum, Instruction
Collab. Prof. Comm.
Global Connections
Advocacy and Comm.
Equity and Inclusivity
Operations and
Management
Travel
Language
Culture
Diversity
Inclusion
Communication
Collaboration
Critical Thinking
Creativity
Character
Citizenship
Leadership
Staff
Students
Equity

Categories
Capacity to examine local,
global, and intercultural issues
and relate them to student needs

Understand and appreciate the
perspectives of people of
different cultures; engage in
appropriate and effective
interactions with them
Use discrete knowledge to
understand something in a
different, but related contexts;
transfer knowledge

Capacity-building of staff and
students

Categories
Examine glocal issues

Emergent themes
Perception of irrelevancy
(global)

Interact with people
of different cultures

Commitment to Diversity,
Equity and Inclusion

Transfer knowledge
to understand
different, but related
contexts

Perceptions developed through
worldview/international travel
experiences

Capacity-building of
staff and students

Distributed leadership builds
competence
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CHAPTER FOUR: RESEARCH FINDINGS
This mixed method study was conducted to investigate secondary administrators’
global competence in their professional practice in one school district. The research was
conducted in two phases. In the first phase the quantitative instrument, Global
Competence Survey, was distributed to research participants. The results from the survey
informed the qualitative protocol development used in the second phase of the research.
The research questions investigated in this study were: (1) how do secondary school
principals in one Intermountain district perceive they are globally competent around
seven tenets as defined by their current professional practice, (2) how are secondary
school principals in one Intermountain district enacting these tenets in their schools
currently, and (3) how do secondary school principals’ global competencies align with
the school district’s focus on deeper learning.
This chapter includes four sections. The first gives a brief introductory description
of the participants, followed by three sections for the findings that align with each of the
research questions. In the next two sections, the quantitative data and the qualitative data
will be presented respectively and explained with regard to the corresponding research
questions. The quantitative data were obtained through an online survey. Qualitative data
were derived from interviews. Section four describes the findings related to research
question three. Emergent themes that helped to answer the research questions are
presented through examples from the data.
Research Question 1: Perceptions of Global Competence
In response to the first research question, the researcher investigated secondary
administrators’ perceptions of their global competence in their current professional

practice. Their perceptions were measured through an online survey and in-depth
descriptions in semi-structured interviews. The survey was distributed for the purpose of
providing a baseline for understanding the perceptions of the population under study and
also to provide criteria to help the researcher select participants for the qualitative phase
of the study.
In accordance with the intent of the explanatory sequential research design of the
study, the following data from the survey were used to inform the second, or qualitative
phase, of the study. The survey’s purpose was not to be viewed as stand-alone data. It
was used to build foundational knowledge about the participants. Each construct in the
survey will be discussed in relation to how it influenced and supported the interview
protocol and data collection process that was followed in Phase Two.
Phase One Results
The survey questions were based on the seven tenets in the Tichnor-Wagner and
Manise (2019) study, Globally Competent Educational Leadership: A Framework for
Leading Schools in a Diverse, Interconnected World. The tenets in the framework were
based on general best practices of educational leadership with an emphasis on practices
that promoted global competence in school leaders. The authors asserted that global
competence is highly contextual and will vary to some degree according to the needs of
each school and community. The researchers also maintained that local professional
context is related to a broader global environment. Tichnor-Wagner and Manise (2019)
asserted that “to effectively integrate global competence into pedagogy and practice
requires significant groundwork in mission building and faculty buy-in and taking
situated action by partnering with outside global education experts for technical support”
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(p.7). The connection between the local and the global was make explicit through the
seven tenets.
The survey results showed how respondents perceived they were globally
competent in each of the seven tenets in the above-mentioned framework and in
accordance with the following OECD (2018) definition of global competence:
The capacity to examine local, global, and intercultural issues, to understand
and appreciate the perspectives and worldview of others, to engage in open,
appropriate and effective interactions with people from different cultures, and
to act for collective well-being and sustainable development (p.3).
Scoring percentages of respondents are presented for each tenet.
The first group of statements focused on the Mission and Vision tenet of the
framework. Sixty percent of participants responded that they are always committed to
incorporating global competence as a lens in their leadership practice. Responses were
most varied around statement five, “I include global competence as a part of school
definition of student success and determine what metrics to use to show how students
demonstrate global competence success.”
The second set of statements addressed the Curriculum, Instruction and
Assessment tenet of the framework. The scores in the Curriculum, Instruction and
Assessment question set had the most closely linked mean and standard deviation scores
in the entire survey. Sixty-six percent of the survey respondents indicated that they
always support courses, instructional programs, extracurricular programs and special
events that embed global competence. Respondents showed more variance in their
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provision of resources and ongoing training to help all staff integrate global competence
and student diversity into daily instruction across all content areas and grade levels.
The third construct in the survey applied statements that focus on the
Collaborative Professional Community of each secondary principal. The results of the
Collaborative Professional Community question set show that most secondary principals
that responded to the survey perceive that they always provide staff time for leading
collaborative, innovative work. Conversely, participants responded that they rarely
provide opportunities for nontraditional professional development such as educator
exchanges, micro-credentials and certificate programs. Responses to the statement “I
expose staff to information on global learning opportunities” ranged from never to
always. Data points lay on each possible response for this statement, indicating wide
disparity among the respondents.
The fourth set of statements focused on the Global Connections and Collaboration
tenet. Respondents had very mixed responses to the six statements in this question set.
Eighty-three percent of respondents indicated that they always/often seek to build their
own global professional learning community with a final participant indicating that they
never do. A wide range of responses in this construct were evident in participants
response to forming and maintaining relationships with local, national and international
colleagues.
The fifth cluster of statements addressed the Advocacy and Community
Engagement tenet. Responses to the survey questions in this set indicated that there is a
limited focus from respondents on the promotion of global learning and global initiatives
to families and community stakeholders. Participants responses were most clearly
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clustered with ratings of sometimes or rarely around gathering input on global initiatives
from families, business leaders, and community leaders. Responses were widely varied
on the statement about connecting to local business, universities, community
organizations and cultural initiatives that support global learning.
The sixth set of questions focused on the Equity and Inclusion tenet. All
respondents rated their leadership practice highly across statements in this set. The lowest
data point was scored in the sometimes category under the statement “I seek to hire and
manage a diverse staff committed to preparing each student for life, work, and citizenship
in a global society.” The participants’ responses were most significant under this tenet.
The seventh construct of the survey addressed the Operations and Management
tenet. This set of statements received the lowest participant ratings of all the constructs.
There was one statement that received positive responses. Eighty percent of respondents
indicated that they always/often allocate existing resources towards professional learning
and development, instructional materials, and staff positions that support global
competence
Phase one data integration
Quantitative data collected in Phase One were used to create the interview
questions for Phase Two research. These questions were designed to deepen the
researcher’s understanding of secondary administrator’s current practice and also to
further clarify quantitative survey results. Phase One and Phase Two were also connected
in that interview participants were derived from the group of survey respondents. The
demographic questions that were posed at the beginning of the survey influenced the
opening question of the interviews which investigated the worldview of the participants.
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All survey respondents indicated that they had traveled abroad. Interview participants
were asked if their experience traveling abroad altered their worldview in any way. The
follow-up question linked their response to their leadership practice. This is consistent
with the literature that states that it is difficult for leaders to instill an international or
global perspective at the school level without understanding the development of their
own diverse perspective (see for example Richardson, Imig, & Ndoye, 2013).
Interview questions were formulated under each of the seven tenets; each area
was explored in greater depth and detail during the discussions. The main questions under
each tenet are presented in the bulleted list below. For a complete list of interview
questions, see Appendix B.
•

Shared Mission and Vision: In the survey you indicated that you are [sometimes,
often, always] committed to incorporation of global competence as a lens in your
own practice. Can you talk to me about that? How does this “global lens”
manifest itself in the mission statement and vision you have for your school?

•

Curriculum, Instruction and Assessment: In what ways do you implement and
support curriculum and instruction that promote the development of students’
global competence?

•

Collaborative Professional Community: The participant responses to the survey
question “I expose staff to information on global learning opportunities” ranged
from never to always. Why do you think there was such a disparity among the
responses? Your response was (never, rarely, sometimes, often, always). Tell me
why your rated yourself that way.

65

•

Global Connections and Collaboration: In your survey response you indicated that
you (always, often, never) seek to build you own global professional learning
community. Describe for me how you are doing this. How does your global
professional learning community affect your current leadership practice?

•

Advocacy and Community Engagement: Responses to the survey indicated that
there is a limited focus from respondents on the promotion of global learning and
global initiatives to families and community stakeholders. Why do you think that
is? You indicated on your survey response that you (rarely, sometimes, often,
always) promote the importance of global learning to key stakeholders. Tell me
about why you rated yourself that way.

•

Equity and Inclusion: In the cluster of questions regarding equity and diversity
everyone in the study rated themselves highly. Why do you think that is? In your
leadership practice, what are you doing to “cultivate an inclusive, caring and
supportive school community that values the cultural and linguistic diversity of
each student”?

•

Operations and Management: How do you manage school operations and
resources to support staff and student global competence development?

Summary of Quantitative Findings.
Quantitative findings indicated that all survey respondents had traveled abroad
and that their experiences altered their worldview in some way. Respondents indicated
that their travel abroad experiences affected their current leadership practice. Most
participants perceived that they are always committed to incorporating global competence
as a lens in their leadership practice. Respondents perceived that they were globally
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competent around supporting courses, instructional programs and extracurricular
programs and special events that embed global competence. Participant responses
indicated that they are highly committed to providing staff time for leading collaborative,
innovative work, but rarely are those opportunities specifically slated for global learning
opportunities. Most respondents stated that they always/often seek to build their own
global professional learning community. Data from the survey revealed that there is a
limited focus from respondents on the promotion of global learning and global initiatives
to families and community stakeholders. All respondents perceived that they are
equitable and inclusive in their leadership practice.
Research Question 2: Enactment of Global Competence
In response to the second research question, the researcher investigated how
secondary administrators enacted global competence around seven tenets in their current
professional practice through more in-depth descriptions in semi-structured interviews.
Three one-on-one interviews were conducted in Phase Two. The interviewees were
principals in secondary schools in a school district in the Intermountain Region. All
interviewees were white males. Each principal was referred to in this study by a
pseudonym.
Principal Adams had been in education for 14 years. He lived in Germany and
Brazil and speaks Portuguese. Principal Blake had been in education for 35 years. He had
traveled abroad many times and lived in Japan for two years and speaks Japanese.
Principal Jones had been in education for 22 years. He also lived abroad in Ecuador and
speaks Spanish. The semi-structured interviews were designed to generate narrative data
where participants could expound on and validate with greater context and clarity the
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quantitative data from Phase One. Topics were arranged so that each construct included
in the survey was discussed to provide more in-depth information about administrators’
behaviors, opinions and feelings about how they employ global competencies in their
professional practice.
Phase Two Results
The qualitative results from the interviews will be presented in this section. The
interview questions were based on the seven tenets from the conceptual framework
described in Chapter 2. Participants’ understanding of the term global competence will be
defined. Then participants’ accounts of their overseas experiences will be laid out to
illustrate the foundations for their worldviews. Results from the interview questions will
then be presented to show participants’ enactment of their global competencies in the
seven tenet areas of the conceptual framework.
Global Competence Definition. A definition of global competence was
presented at the beginning of the survey and the interview to give the participants a
common understanding of the term:
The capacity to examine local, global and intercultural issues, to understand and
appreciate the perspectives and world view of others, to engage in open,
appropriate and effective interactions with people from different cultures, and to
act for collective well-being and sustainable development (OECD, 2018, p. 3).
Participants were asked at the beginning of each interview to briefly describe their
understanding of global competence. Principal Adams replied with the short definition of
“the understanding of our place in a global world.” Principal Blake shared his definition
of global competence as “the ability to identify and compare the unique differences and
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similarities between countries and cultures, to enact appropriately with global issues. It
requires the ability to understand and respect the perspectives and view of others.”
Principal Jones simply stated, “global competence is about applying the Six C’s to benefit
a wider community.” Although the definition of global competence had been explicitly
stated for the participants, during the course of the interviews their interpretation of
global competence was more aligned with their worldview and their focus on deeper
learning.
Altered worldview after overseas experiences. All three interview participants
contributed to this theme as a result of an altered worldview gained from overseas school
experiences. For example, Principal Blake, Principal Jones, and Principal Adams all
reported that their experiences in overseas schools exposed them to different cultures.
The exposure to diversity helped them realize that not all individuals had the same
socioeconomic and cultural backgrounds. Principal Blake emphasized the realization that,
“What we have is just one piece of a worldwide culture.”
Principal Blake believed that this worldview influenced his leadership in that he
was able to understand that “individual cultures” existed. Principal Jones also had similar
experiences after serving on a mission in Ecuador, stating, “It is a completely different
culture a different language, a different socio-economic status than I had ever seen. So
many things that definitely have shaped who I am today.” Principal Adams reported that
after living in Brazil, he realized, “Learning the culture, the language…that opened my
eyes to…the humanity of all people…You start with preconceived notions and then you
realize that that your notions were wrong.” Principal Adams also elaborated:
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I think there are some biases that exist, and I'm sure I have some bias. I could
recognize my own biases about how I feel about people, but to me, a student is a
student, whatever background they come from, whether they just showed up from
Mexico, or have been born in the community and have wealthy parents or
whatever, they're all a part of a great community also.
Principal Jones added that apart from recognizing and minimizing bias, he also
had altered views about cultural awareness and cultural sensitivity. Principal Jones
perceived that the term “cultural sensitivity” was often misunderstood and greater
understanding contributed to one’s global competencies. He explained:
But then also there's some very real cultural awareness things that I think matter.
And that is just understanding better. Some of the nuance of their [foreign]
culture, helps me to better serve them. Because I don't offend them by saying
something that I know would be insensitive or culturally insensitive or whatever.
But it absolutely helps me. Also because I've had that experience of how hard it is
to move to another culture. And so when I have a new student or even a family
who's been there for a long time I, I think I have an understanding of how hard it
is to come and try to learn a new language and try to fit into a new culture and just
how deeply frustrating that can be, and everything that goes along with that.
Yeah, absolutely. It affects all of my interactions with people coming from a
different background.
Principal Adams used his immersion experience in Portugal to observe how
“schools run…[and] how offices were set up.” Principal Adams also kept connections
with Portuguese administrators to discuss curriculum content. He reflected on a time
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when he was talking with the Portuguese language teachers (in Portugal) and they were
having a debate on whether they should teach the classics or books that kids were
interested in and he thought to himself, “This is a universal dilemma.” It made an impact
on his perspective as an educator that there were many commonalities in education that
are universal.
The participants generally reported that they had an altered worldview as a result
of their overseas experience. Involvement in foreign communities exposed them to
different cultures and global issues which helped in their understanding of diverse
societies and the problems they face, especially in education. Mainly, the participants
shared the impact of their changed perceptions on their preconceived beliefs and how it
helped them develop cultural sensitivity. They felt that they were able to interact with
people from different cultures in a more effective way than they had previous to their
foreign exchanges. In this way, they believed that their overseas experiences had
increased their global competence.
Developing connections through a shared mission and vision. The first domain
of globally competent school leaders, according to the conceptual framework, was vision
setting. The associated tenet was shared mission and vision. All three participants
indicated that while global focus was not a specific part of their mission or vision for
their school, the aspects of their mission and vision associated with deeper learning
contributed to increasing global competence among staff and students in their school.
For Principal Blake and Principal Jones, the shared mission and vision focused on
goals that needed to be accomplished. Principal Blake explained his school’s efforts to
increase global competence in their staff and students.
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That’s what we’re trying to do is we’re trying to expand their vision, their view,
their opportunities, their abilities, you know, all of that. I think that’s where the
district has hit it as far as . . . we’re trying to give them knowledge, skills and
dispositions, to be able to act with what they learn and apply it.
Principal Jones reasoned that doing so would entail a deliberate action towards achieving
something tangible like deeper learning. Principal Jones stated:
You have to have an articulated mission and vision. Right? We have that. Those
are complete goals that we have and those are on the top of every agenda. That’s
at the core of every faculty meeting we have. It’s at the core of every leadership
meeting we have…They’re simple. They’re reflected in the district vision for
learning… [and] that we will deliberately develop deeper connection and wellbeing for students and staff.
Principal Adams stressed the aspect of community in his school’s mission and
vision. His schools’ mission statement was “Because quality education enriches lives”.
He spoke about how they looked at education as a way of boosting not their students’
lives, but also the lives of those around that person.
Participants’ perceptions of vision setting included making connections between
global learning and local priorities. Their perceptions also included encouraging
educators to strive for quality in their teaching efforts and building upon the deeper
learning initiative. The participants generally believed in making the mission and vision
tangible through breaking down the statement into goals. This helped them be deliberate
in executing their goals to give students a well-rounded quality education.
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Curriculum and instruction that build global competencies. All three
interviewees shared their perceptions of supporting curriculum and instruction that
promote global competence. Principal Adams shared his thoughts about his personal
impact on curriculum and instruction. He referred to basic principles of learning and
global competencies and his efforts to maintain them.
If I have any impact on instruction when it comes to global competencies, it
would be… to be able to focus more on [deeper learning skills]. . . There’s so
much inequity when a kid comes into our school from a different place. There’s
too much of a square hole to fit a round peg. I honestly think if we could affect
instruction so that it focuses more on deeper learning, it would be more helpful to
the world and to the nation.
He confirmed that he believes this can work for every student as they gain the deeper
learning skills and go out into the world and apply them. He commented further that
teaching these universal skills would help to bridge the inequity that comes when
immigrant students come to America.
Principal Blake shared how he embeds global competence across curriculum and
Instruction through supporting critical world language classes in his school. He
elaborated about a new Portuguese language program that would be coming to his school
next year because there was a Portuguese immersion program in his area. He mentioned
that he had also helped build a Chinese immersion program at a former school and had
really enjoyed it.
Principal Jones also contended that curriculum and instruction were subjected to
management and management issues--limiting opportunities for instructional leadership
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and deep learning. To counter the issues, Principal Jones shared that using curriculum
and instruction for imparting global competencies involved “selective neglect” so as to
comply with district requirements, but not lose focus of the deeper learning opportunities
for students. Rather, Principal Jones elaborated:
Because we will be compliant. You have to be compliant, right? On certain issues.
But you're going to be just barely compliant, so that you can put your energy and
focus into the things that matter more, which is all the things we've talked about,
because after all said and done, kids are not going to walk away with global
competencies if we've spent thirteen years in the world of just content or, as
principals, in the world of management.
Overall, the three interview participants perceived that they supported curriculum
and instruction in their current schools that promote global competence as part of their
globally competent leadership. The participants generally emphasized the importance of
using the curriculum and instruction to impart global competencies such as problem
solving and critical thinking. One participant believed that social studies courses were the
most effective classes to teach global competence, while two participants perceived that
extracurricular activities can be used to promote deeper learning in the students.
Building capacity in professional learning community. Two of the three
interview participants spoke about building capacity in their professional learning
community as part of their shared mission and vision. This was considered as part of
distributed leadership in which developing people was included as one of the defining
factors. Both Principal Jones and Principal Adams reported that they allotted budget for
the professional development of their staff as part of this. Principal Adams highlighted:
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I’m a big believer in using those extra funds to invest in people. I believe that
good practice includes global competencies. That being said there isn’t a global
competencies conference that I can send people to, you know what I mean, so
that’s where I would say often I am for any experience teachers can have that’s
outside even the state. I have supported trips for them to do that. Even the PLC
Solutions Tree conference, to me, their practice is very sound and the things that
you learn from that. It’s amazing how it’s opened up minds to other things. So in
an indirect way that’s how I support. I’m always using money for teacher training.
Principal Jones shared his commitment to distributing leadership among his
faculty and staff. He has even co-authored several articles about distributed leadership.
He described it in the following way:
Distributed leadership is a two-way thing. It’s not just delegation. Distributed
leadership is building the capacity of everyone in your school. When it comes to
building capacity in instructors, it’s those teachers that should be in front of other
teachers, not me. Even though I feel like I’m pretty articulate and I can do that
fairly well, it’s different when it’s a peer teaching up there. It’s just like kids in
high school. No matter how influential I think I am as the principal, they actually
care more about what their peers think than what I say. So it’s one of those things
where true distributed leadership is crucial.
He went on to explain that an articulated and clear mission and vision along with
common values and goals is paramount to effective distributed leadership. This, he
claimed, was the only way to make deeper learning and global learning systemic in a
school.
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Collaboration with global partners through foreign exchanges. All three
participants reported their experiences of traveling abroad for work or service-related
opportunities. Two of the three interviewees shared that their international collaboration
contributed to their global competence. The two participants, Principal Blake and
Principal Adams, had travel abroad experiences with schools in China and Portugal,
respectively. Principal Adams and Principal Blake shared their experiences of an
educational trip to visit schools in Beijing and Hunan Province with immersion schools in
China, where school principals went to experience the culture and see firsthand how the
school system works there. Principal Blake emphasized the opportunities and benefits
from the experience; years later, he has seen the value and need to introduce a Portuguese
language program in his current school.
Both participants shared that they observed how other schools addressed
problems. Principal Adams particularly perceived that methods applied in Chinese
schools in which the focus was on mastery of a single subject or skill appeared to be
helpful in addressing some problems in their districts. Therefore, Principal Adams
perceived that being globally competent involved applying learning methods other than
the ones conventionally used in American classrooms. Each principal pointed out that his
leadership perspective and practice had been directly affected by his foreign travel
experiences. However, although each principal had made professional foreign contacts in
their travel to other countries, only one continued to communicate with them after his
international experience.
Community reticence to embrace global learning. Participants indicated in the
survey that they had a limited focus on promoting global learning and global initiatives to
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families and stakeholders. In response to the inquiry “Why was that the case?”, all three
participants indicated that global learning and global initiatives would not be wellreceived by the community at-large. Principal Blake observed that there is little interest
by the community to promote global learning or any associated initiatives. He said,
I think that as we operate within communities that we respond to kind of the
overall community, culture, feel, whatever. There’s not a great push from out
there to promote these kinds of things. . . .I haven’t ever sensed an overwhelming
feeling from the community that that is important. Since we are a reflection of our
community so often, to go rogue and start promoting things that are in my
interest. . . . You kind of end up out on thin ice…What you’re talking about is
something that’s very far on the extreme.
He further indicated it was not something he was going to worry about until the
community signified something different.
Principal Adams suggested that the reason why the community doesn’t embrace
global learning and global initiatives is fear. He observed that the recent rise in
nationalism, in light of the Covid-19 pandemic and recent social unrest, had magnified a
sense of localism in the community.
I think there’s some localism where people feel like any outside thought is
dangerous to their students. . . . I blame it on human nature of being semitribal. . . . People are very defensive of, well, they’re fearful to send their kids to a
place where they feel like outside thought if being taught. That’s some people.
Others would welcome it.
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He stated that principals, especially secondary principals, take a risk by introducing
programs that might be supported by a political agenda. He noted that secondary
principals are particularly risk-adverse because they lead a large group of people and
“things can go south really fast” if words or actions are misinterpreted.
Principal Jones echoed the sentiments of the other two principals. He believed the
reason there is a lack of focus on global learning and global initiatives is due to a
misunderstanding of what global learning actually is. He noted,
I think sometimes those can take on a very political nature as well. That’s another
thing that actually impedes it, you know. If you are doing something to save the
environment, people are going to interpret that as ‘Oh, this is a democratic
agenda. . . .you’re just trying to indoctrinate our kids’ ….There is that element
where it can swing really wide.
He noted that he has made efforts to expand the community’s perspective toward global
and deeper learning.
Cultivating an inclusive school community. One of the domains of globally
competent school leaders was systems and structures, which included the tenets of equity
and inclusivity. All three interviewees perceived that they promoted inclusion in their
current schools. For example, Principal Jones cited cultivating inclusivity through
students’ representation in the student council. Principal Jones shared:
In most high schools, you have a student council that stereotypically becomes a
popularity club, right? And then you've got a couple of other leadership groups
that work in complete isolation. And so we now have about 150 students that are
in these leadership positions…if 150 of you do 10 things a day, every day of the
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year, it ends up being like a million things, right? A million acts of kindness that
really truly do change that culture.
Principal Jones perceived that having more students in the student council was
part of distributed leadership, “It's not just about distributing leadership to staff and
adults, it's also about distributing leadership to students.”
For Principal Blake, equity entailed providing computers and technology for
school students who were in need, particularly during the Covid-19 crisis. The participant
reported how inclusivity and equity were tied together in that “equal opportunities” and
“equal access” could help in making students feel included. Principal Blake described:
Let's make sure all of our kids have every opportunity possible and not just say,
well, you know, they don't have the resources at home so they're not going to be
as successful. We tried to provide those resources, you know, just as Covid-19 hit.
We made sure that every family had the opportunity to have a Chromebook. And
fortunately because of [School Community Council] and everything else we have
plenty to loan out and, and even the district provided hotspots for those people
who don't have internet. I mean who would think? We found out a lot about our
community--when you realize some people don't even have the internet. That
seems impossible to me and yet, that's where we are. In fact, they get [internet] at
school, you know, so to go home and have to suddenly do online work. Basically
in everything we do, we try to make sure everybody has what they need-everybody has the same opportunity.
Principal Jones also expressed that the process of cultivating inclusivity was a
“cultural change” which required patience. Principal Jones added, “You also can't just
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hope it happens, you have to be deliberate about it, but you have to not push harder than
you can push in order to make it continue to progress.” Putting equity and inclusivity into
action continues to be a challenge. Some staff might not be aware of their own biases, or
more commonly among the experiences of the three participants, enacting equity and
inclusivity was more for the sake of compliance. Principal Adams articulated, “because
you don't want to be perceived as someone who doesn't care about that subject, What
person would be like, “Not a big priority for me”?
To summarize this theme, the three interview participants perceived that they
were equitable and inclusive within their current schools. Particularly, the enactment
involved providing school community members with equal opportunities and equal
access to resources such that the members have equal chances to learn. Cultivating
inclusivity also involved increasing representation of a group within the school.
Conversely, the participants also perceived that cultivating inclusivity in their current
schools may not be as successful as they and the staff made it out to be in the survey. The
tenet was a hot topic among schools in the district, which could likely indicate that the
survey responses were to show that they complied with district requirements. Therefore,
the participants also generally perceived that the process of cultivating inclusivity may be
a cultural process that required time and patience.
Providing resources through operations and management. Participants did not
allocate school resources to support staff and student global competence development
specifically, for various reasons. Principal Adams expressed his commitment to use
resources to invest in people. He pointed out that, although good practice includes global
competence, there isn’t a global competencies conference that he can send people to. He
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asserted that he actively seeks conferences and professional development that “opens up
minds to other things”. He said that if there were such a conference he would send staff
who were interested.
Principal Blake said that he is intentional in how he allocates his resources. He
tried to provide the best he can with the resources he has. He made it clear, however, that
he does not plan his budget with global competence development in mind. He said, “I
don’t set my budgets and I don’t manage the school based on this idea of global
competence. It’s just not there.” He mentioned that his school does partner with a local
university and other technical colleges that offer students opportunities to participate in
internships and externships where they may be exposed to other cultures and global
concerns. In this way Principal Blake felt like school resources were indirectly helping
students gain global competence.
Research Question 3: Global Competence Alignment with Deeper Learning
In response to the third research question, I investigated how secondary school
principals’ global competencies align with the school district’s focus on deeper learning
through in-depth descriptions in semi-structured interviews. At the beginning of the study
I found research that supported the similarity of terms between global competencies and
deeper learning skills. Over the course of the study, I discovered the complexities of both
concepts. Participants drew parallels between global competence and deeper learning in
their discourse, sometimes using the terms interchangeably. Findings under each of
Fullan and Scott’s Six C’s are presented in the next section. The definition for each of the
Six C’s skills will be included for the benefit of the reader.
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Skills
Character. Fullan and Scott (2014) define this trait as follows: “Character refers
to qualities of the individual essential for being personally effective in a complex world
including: grit, tenacity, perseverance, resilience, reliability, and honesty” (p. 6).
Principal Jones believed that students needed to be taught to make connections
about the relevance of what they were learning to their lives. In this way, they can see the
value in the competencies and deeper learning skills they are learning. Principal Jones
explained:
I've always thought that the end of education should be relevant. We shouldn't
read literature just to read literature, but we should read literature because it gives
us a piece to the puzzle of how we navigate life in order to be able to be more
effective human beings, be better parents, be better spouses, be better workers, be
better neighbors, all those things…And so I think that kind of cultural mindset
absolutely lends itself to global competencies because there's no point in trying to
develop the six C's unless there's an application to your community.
Principal Jones drew his own parallel of relevancy with regard to his commitment to
continued personal development of global competencies and deeper learning. He
observed:
I would say it is also carried over to how I parent. It carries over to how I interact
with staff members. It carries over to how I distribute leadership. It carries over to
what I choose to read regularly. It really is a lens. I think that’s a great word for it,
because it’s the way you see everything. It absolutely is how we need to view the
world.
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He expressed his desire for students to gain this mindset so that they will be able to
address complexities they will encounter in their lives.
Citizenship. Employing characteristics of citizenship includes “thinking like
global citizens, considering global issues based on a deep understanding of diverse values
with genuine interest in engaging with others to solve complex problems that impact
human and environmental sustainability” (Fullan & Scott, 2014, p. 6).
Principal Blake recognized global citizenship to be an important aspect of the
school’s mission and vision. He compared the connection of global competence and
deeper learning skills to the experiences of students and the outcomes of their education.
He stated,
I think the idea of education is to expand their [students’] minds, their
opportunities, their vision…. It’s not like we are saying, Hey! Let’s
incorporate global competence in our mission, in what we do—but it is
implied…. We’re trying to give them the knowledge, skills and
dispositions to be able to act with what they learn and apply it and have
right attitudes--to use skills such as critical thinking, communication,
collaboration—you know, all those kinds of things. That is implied in
whatever they do as they interact as citizens, not just of our country, but as
citizens of the world.
He pointed out that he [and the school staff] strive to treat students as if they will
all have the opportunity to live in other lands and cultures. They treat them as if they will
interact in some way with people from other countries. “Who knows if the kid taking
Japanese right now isn’t going to end up with a business opportunity that attaches itself to
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Japan or somewhere.” Principal Blake observed that keeping this idea in mind
encourages a global mindset in his school.
Addressing problems that impact the well-being of the school community
promotes citizenship as well. In reference to his school’s mission statement, Principal
Adams observed that
Quality education enriches lives. That’s the reason why we do this. And
we really look at education as a way of boosting not only the person’s life,
but the lives of those around that person--because an educated worker
helps a business, an educated dad helps a family, and an educated
neighbor inspires other people…This is going to enrich lives, not just the
person that is learning, but the lives of those around them.
The scope of his vision included the relationship between the students, their families and
the community.
Collaboration. Fullan and Scott state that “Collaboration refers to the capacity to
work interdependently and synergistically in teams with strong interpersonal and teamrelated skills including effective management of team dynamics, making substantive
decisions together, and learning from and contributing to the learning of others” (p. 6).
Principal Jones shared how he and his faculty have articulated their
mission and vision. “We’ve unapologetically made it our mission and vision to
apply the six C’s [collaboration, communication, critical thinking, creativity,
character and citizenship] to benefit a wider community”. He remarked that their
mission and vision drives what they do at the school. It is lead out by the school
leadership team and then disseminated to faculty through distributed leadership.
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Principal Jones spoke at length about the foundational way he and his leadership
team use deeper learning to guide everything they do—from administration to the
classroom level. Principal Jones expressed his commitment to building a highfunctioning leadership team that supports the faculty and staff, especially with regard to
deeper learning practices. “Distributed leadership is building the capacity of everyone at
your school. This is crucial.” One of the school goals is to “deliberately develop deeper
learning capacities in all students and staff.” Additionally, he emphasized the
commitment his faculty has to deeper learning. “You have to be very deliberate to start
with a deep learning goal instead of starting with content.” He remarked that when the
leadership team can convince teachers to start with a deep learning goal, everything else
shifts and there is noticeable school improvement. He noted the collaboration in and
among teams strengthens distributed leadership and is at the heart of school
improvement.
Communication. Fullan and Scott (2014) very simply define the deeper learning
skill of communication to entail “mastery of three fluencies: digital, writing, and
speaking tailored for a range of audiences” (p. 6). Participants shared various ways that
they were applying this skill to their leadership practice to promote inclusion and wellbeing in their schools.
Principal Adams shared that, due to his time spent living in foreign countries, he
recognized how important it is to keep the global community in mind. He pointed out that
this became evident through communication, as language was a barrier in reaching all the
students at his school. As such, for him, it was a priority that the students at his school
were given equal chances to be heard. He shared numerous ways in which he provides
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opportunities for students to have a voice at his school. On a personal level he also stated
that he uses his second language, Spanish, to communicate with students at the school.
He observed that this skill allows him to connect with a whole new range of students in a
more direct way than he otherwise would be able to.
Principal Jones also shared that speaking different languages was often the
biggest barrier in reaching various student populations. Principal Jones reiterated how
important it is to teach students about “embracing differences.” He held up a poster to
illustrate his point. He indicated a sentence on the poster that said, “We embrace, accept
and respect each other, regardless of our differences.” He pointed out that a copy of the
poster hangs in every classroom and teachers, staff and administrators use this point to
teach and encourage respect and tolerance among their students. He emphasized that
communication skills are rudimentary and paramount to gaining global competence.
Creativity. This deeper learning skill is defined by Fullan and Scott (2014) as
“having an ‘entrepreneurial eye’ for economic and social opportunities, asking the right
questions to generate novel ideas, and demonstrating leadership to pursue those ideas into
practice” (p. 7). Participants applied this skill in context with the needs of their school.
They exercised their creativity most often to create opportunities for students to be
included and to offer them the opportunity to be involved with distributed leadership
experiences.
Principal Adams demonstrated creativity in his effort to cultivate an inclusive
school community. He shared a story about listening to a Malcolm Gladwell podcast and
having the idea come to him to reframe how their student council is chosen. The
leadership team, made up of teacher leaders and administrators, invited any student with
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interest to ‘throw their name in the hat’ and they chose their student council from the
names in the hat by lottery. He felt like they got a better representation of the student
body in their House of Representatives (student council) as a result. He observed that
distributed student leadership provides opportunities for greater collaboration,
communication and character-building among the students.
Principal Jones shared his creativity and critical thinking skills not just with
faculty, but with students as well. He related the success of his school’s Student
Leadership Coalition as an extension of their school leadership team. In reflecting on how
the coalition got started he said, “It can’t just be a principal and teachers saying this is
what we do, we have to get a critical mass of students that actually believe it and their
actions align with it every day.” So they put all the student leadership groups such as
student council, the National Honor Society, Latinos in Action and Sources for Strength
under one umbrella, which includes about 150 students. “It’s not just about distributing
leadership to staff and adults, it’s also about distributing leadership to students.” In these
ways, Principal Jones exercised deep learning skills to lead his student body.
Critical thinking. This deeper learning skill is defined by Fullan and Scott (2014)
as “critically evaluating information and arguments, seeing patterns and connections,
construction of meaningful knowledge and applying it in the real world” (p.7).
Participants especially employed this skill in their efforts to construct meaningful
knowledge and help students see its relevance.
Principal Jones shared his experience of being introduced to the concept of deeper
learning and the journey he had taken to help his school make deeper learning skills and
dispositions their focus. He spoke about his efforts to deeply understand and make real-
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world connections to what he was learning about deeper learning and global competence.
In reference to his faculty and staff he said, “Our true focus, our true drive is those six
things—communication, creativity, critical thinking, collaboration, citizenship,
character.” He related that the very best teachers, at any level, make the significant
cultural shift to use the curriculum as the vehicle or medium to teach these deeper
learning dispositions. Principal Jones pointed out:
When they [teachers] develop those skills and dispositions in us it’s way more
important than any content knowledge we took with it. But the content knowledge
matters because it’s the vehicle. . . . whether you’re teaching welding, PE,
English, history, math, foods, it doesn’t matter. The point is to teach [deeper
learning] dispositions using that curriculum as the vehicle or medium you’re
working in.
Principal Jones pointed out that while educators might view their “vehicle” as a
Lamborghini, the students may view it as a “rusty pink piece of junk. Unless you are
taking them somewhere pretty awesome, they’re not going to want to get in that car.
Right? So make sure you have a great destination”. He shared his perception that this
way of teaching is a cultural mindset which absolutely lends itself to global
competencies. He pointed out that there is no point in trying to develop deeper learning
unless there is an application to your community.
Summary of Qualitative Findings
Qualitative data were collected from semi-structured interviews, and were
analyzed using thematic analysis design. Seven themes emerged from the analysis of the
interview data. The themes were: altered worldview after overseas experiences,
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developing connections through a shared mission and vision, curriculum and instruction
that build global competencies, building capacity in professional learning community,
collaborating with global partners through foreign exchanges, community reticence to
embrace global learning, cultivating an inclusive school community, and providing
resources through operations and management.
In response to Research Question 3, the secondary administrators demonstrated
various ways they aligned global competencies with the school district’s focus on deeper
learning. This was evidenced through the application of their global competencies and
use of Fullan and Scott’s (2014) six C’s of deeper learning. The participants used their
deeper learning skills to help students and faculty build connections and bridge barriers
so that students may be able to understand and embrace diversity and solve real-world
situations. In aligning global competencies with the school district’s focus on deeper
learning, the school principals indicated they engaged in practices that reflected the
deeper learning Six C’s skills as well as exercising processes where they contextualized
their global competencies around glocal issues to make them relevant to staff and student
learning.

Copyright © L. Amanda Siebert 2021

89

CHAPTER FIVE: DISCUSSION AND CONCLUSIONS
The purpose of this mixed-method study was to examine how secondary
administrators in one school district perceive they are globally competent around seven
tenets in their current professional practice. Additionally, in this study I investigated
secondary administrators’ global competencies in conjunction with the school district’s
focus on deeper learning. The research questions that undergirded this study were: (a)
how do secondary school principals in one Intermountain district perceive they are
globally competent around seven tenets as defined by their current professional practice,
(b) how are secondary school principals in one Intermountain district enacting these
tenets in their schools currently, and (c) how do secondary school principals’ global
competencies align with the school district’s focus on deeper learning.
A summary of the study, as it relates to each research question, will be presented
first. Then a summary of the findings and conclusions based on the seven tenets from the
conceptual framework, Globally Competent Educational Leadership: A Framework for
Leading Schools in a Diverse, Interconnected World (Tichnor-Wagner & Manise, 2019),
will be presented. Recommendations of the study will be discussed followed by
implications and conclusions of the study.
Summary of the Study
Global interconnectedness has implications for P-12 schools that are charged with
preparing students to succeed in the 21 st century’s global society (Brennan & Holliday,
2019; Mansilla, Jackson & Jacobs, 2013; Ramos & Schleicher, 2018). It seems clear that
students must possess knowledge, skills and dispositions to work and live in communities
that are interconnected across the globe. Educators and school leaders play a crucial role

in leading faculty and students to be knowledgeable and competent citizens of the world
(Barakat, Reames & Kensler, 2018).
Over the last decade, various scholars and policy-making organizations have
suggested that it is incumbent on educators to ensure that students are “global ready”
when they matriculate from the P-12 system (Longview Foundation, 2008; TichnorWagner & Manise, 2019). While several organizations have developed frameworks and
theories that expound on the knowledge, skills and dispositions that students and teachers
need to have to be globally competent (Asia Society, 2011; Colvin & Edwards, 2018;
UNESCO, 2011; U.S. Department of Education, 2012), the global competence of
educational leaders has not been explored until recently (Tichnor-Wagner & Manise,
2020). School leaders will need to play a key role in helping students acquire the
necessary skill set and mindset to navigate our modern world. It is especially important
for secondary principals to create a global learning culture in their schools since they
have a responsibility to help students to make a successful transition to postsecondary
studies or pursue careers.
The primary objective of this study was to construct meaning and understanding
about secondary school principals’ global competence by investigating their current
perceptions about their practice. Concurrently, principals’ competencies were
investigated to see how they align with the school district’s focus on deeper learning.
There is a dearth of empirical evidence supporting the connection between global
competence and school administrators’ practices. This study aims to add to the
knowledge base regarding school administrators’ practice and global competence.
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Research Question 1: How do secondary school principals in one Intermountain
district perceive they are globally competent around the seven tenets as defined by
their current professional practice?
Survey respondents’ reports about their perceptions about global competence
varied with regard to the seven tenets of the conceptual framework. They indicated that
they are committed to incorporating global competence as a lens in their leadership
practice. They perceived that they were globally competent around supporting courses,
instructional programs, extracurricular programs and special events that embed global
competence. Respondents also indicated that they are highly committed to providing staff
time for leading collaborative, innovative work, but rarely are those opportunities
specifically slated for global learning opportunities. Most respondents stated that they
always/often seek to build their own global professional learning community. Data from
the survey revealed a narrow focus from respondents on the specific promotion of global
learning and global initiatives to families and community stakeholders. Additionally, they
indicated they rarely, if ever, allocate resources specifically for global competence
development. All respondents perceived that they are equitable and inclusive in their
leadership practice.
Research Question 2: How are secondary school principals in one Intermountain
district enacting these tenets in their schools currently?
The five secondary school principals in this study reported perceiving that they
practiced global competence as leaders of their schools in various ways. The participants
believed that they enacted the global competence tenets in their schools through fostering
an inclusive community within the school. Two participants emphasized that distributed
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leadership was imperative to implement the change process toward greater global
competence and deeper learning in their schools. Additionally, the principals reiterated
the impact of a shared mission and vision and curriculum and instruction. They explained
that curriculum and instruction emphasized the development of deeper learning skills
such as collaboration and critical thinking among the students. Principals’ practices also
included developing staff through PLCs, distributed leadership, and informal training.
Research Question 3: How do secondary school principals’ global competencies
align with the school district’s focus on deeper learning?
Secondary administrators demonstrated various ways they aligned global
competencies with the school district’s focus on deeper learning. This was evidenced
through the application of their global competencies and use of Fullan and Scott’s (2014)
six C’s of deeper learning. They noted that their global competence was highly
influenced by their experience with deeper learning and their altered worldviews that had
resulted from their overseas experiences relevant to education. Their efforts were
designed to educate and communicate, collaborate and problem-solve with their faculty
and student leadership teams using Fullan and Scott’s (2014) Six Cs. The participants
used their deeper learning skills to help students and faculty build connections and bridge
barriers so that students may be able to understand and build global learning. In aligning
global competencies with the school district’s focus on deeper learning, the school
principals engaged in practices that reflected the deeper learning Six C’s skills as well as
exercising processes where they contextualized their global competencies around glocal
issues to make them relevant to staff and student learning.
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Discussion
The purpose of this research was to examine how secondary principals in one
Intermountain district perceived their global competence as defined by their current
professional practice. Additionally, the relationship between global competencies and
deeper learning was investigated through their educational leadership practices. School
leaders’ global competence is not well understood, yet they are instrumental in setting the
focus and vision of their staff and students and school community. Through this study, I
intended to understand better the connection between global competence and deeper
learning educational leadership practices to better prepare our students to be global
citizens in a diverse and interconnected society. The findings of this study can impact
practice and future research.
The findings of this study align with previous research that indicates that school
leaders use global competencies to make connections between the local and the global
with a vision toward continuous improvement in their schools (Brooks & Normore, 2010;
Tichnor-Wagner & Manise, 2019). The findings of this study reflect participants’
perceptions about using leadership practices in a local professional context to connect to
a broader global environment and a global mindset. Study findings suggest: (a)
administrators perceived they were globally competent in some aspects of their
leadership but not all; (b) administrators’ enactment of global competence varied
according to their worldview and their understanding of global competence; and (c) there
may be a relationship between global competence and deeper learning skills and their
accompanying processes.
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Tichnor-Wagner and Manise (2019), the authors of the conceptual framework that
undergirds this study, suggest that their framework provides a starting point for
educational leaders in their professional journey.
It is both a catalyst for reflection and a springboard for implementing new global
initiatives and improving upon existing ones… the seven tenets are…
aspirational, not prescriptive. They are the gold standard for what educational
leaders have the potential to achieve, no matter their level of experience or
expertise in this area (p. 12-13).
In light of the above assertion, I considered participants’ responses with an eye toward
what global competence practices they indicated they enact currently and those they do
not. This will serve as a starting point for exploring ways to increase and implement
greater opportunities for global competence development in leaders, faculties and
students.
This section begins by briefly discussing the participants’ perceptions around the
four domains of the conceptual framework. The four domains and seven tenets are shown
in Figure 3. Next, participants’ leadership practices will be considered in light of global
competence measures. Finally, the relationship between global competencies and deeper
learning will be explored in light of the study’s findings. Figure 3 illustrates the four
domains and seven tenets of the GCEL framework (Tichnor-Wagner & Manise, 2019).
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Figure 3
Four Domains and Seven Tenets Included in the GCEL Framework

Note: Reprinted with permission from “Globally Competent Educational Leadership: A
Framework for Leading Schools in a Diverse, Interconnected World,” by A. TichnorWagner and J. Manise, 2019. Copyright 2019 by The Association for Supervision and
Curriculum Development and the Longview Foundation.

Perceptions of Global Competence
The secondary school principals who participated in this study reported they were
globally competent in some aspects of the conceptual framework’s domains: vision
setting; pedagogy and practice; global and community relations; and systems and
structures in their schools. Both through survey responses and interviewees, these
principals indicated their perceptions of how global competence is a part of their
leadership practice and also how it is not. They connected global competence to the
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various domains from the conceptual framework that were presented in the survey and
interview.
A definition of global competence was presented at the beginning of the survey
and the interview to give the participants a common understanding of the term. It states
The capacity to examine local, global, and intercultural issues, to understand and
appreciate the perspectives and world view of others, to engage in open,
appropriate and effective interactions with people from different cultures, and to
act for collective well-being and sustainable development. (OECD, 2018)
Although the definition of global competence had been explicitly stated for the
participants, during the course of the interviews their interpretation of global competence
was more aligned with their focus on deeper learning. Participants drew parallels between
global competence and deeper learning in their discourse, sometimes using the terms
interchangeably.
Mission and Vision. Principals in the study indicated they were globally
competent in many aspects of their vision setting. In the interviews, principals disclosed
that they did make an effort to expand their vision to reflect the worldview they had
cultivated through their foreign experiences. It seems that principals’ international
experiences directly affected their perception of their own global competence, which
strengthened their desire to cultivate it in others. Living abroad or participating in foreign
administrative programs expanded their cultural understanding and helped them to
connect to an array of students and stakeholders. While deep learning practices were at
the heart of the vision setting in the district, the participants noted they were able to see
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how their mission and vision could relate to the broader global context because of the
overseas programs they had participated in.
Despite their assertion that they could see things in a broader global context, the
participants’ comments suggested that they implemented this skill in gradient ways.
Principals reported a lack of specific focus on global competence development for
students and staff. Most respondents indicated their perception that they were globally
competent in their vision setting, yet they did not include global competence in their
school’s definition of success. Nor. It appears from the study data, did they establish
metrics to show how students demonstrate global competence. Participants could look at
their mission and vision through a global lens, yet there is little evidence in the data
showing how they connected a global context to local conditions. Participants reported a
desire to incorporate global components in their mission and vision indicating that they
needed further direction and support in this area going forward.
Pedagogy and Practice. The results of this study indicated that principals
supported pedagogy and practice of their staff through curriculum and instruction that
embeds global learning. Participants’ skills in this area focused on providing resources
and ongoing training to help staff integrate global competencies and student diversity
across content and grade levels as well as extracurricular programs. Participants efforts in
this area varied, however. While they all acknowledged that a global perspective is
important, their efforts to apply it in their practice varied significantly. One principal
noted that global learning should primarily be taught through social studies curriculum
while another believed cultivating global competencies like problem-solving,
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communication and collaboration should be naturally embedded in all curriculum, grade
levels and extracurricular activities.
Providing opportunities for nontraditional professional development for school
personnel that focuses on global competence, such as educator exchanges or earning
micro-credentials, was not a priority for respondents. Rarely did the principals develop
partnerships with schools in other regions and countries. Participants noted that
promoting global initiatives and making connections with local businesses, universities
and community organizations that support global learning were rare occurrences. Overall,
the principals saw purpose in the big picture of global competence for both themselves
and their students but implementing these competencies into their pedagogy and practice
was still in the beginning stages of development. They recognized that the deeper
learning skills they had been striving to develop were precursors to their continued path
toward the greater application of global competencies in their professional practice.
Global and Community Relations. Participants contextualized their professional
global connections in multiple ways. They all had international experiences they said
helped them to localize global themes and issues. Social media played a part in helping
them stay connected to global and local ideas and themes in educational leadership.
Outside of social media, none of the participants considered global professional
connections to be important to their leadership practice. Participants preferred to focus on
local community issues and ways to connect directly with stakeholders. Principals were
applying deeper learning skills such as communication, collaboration and critical
thinking to their professional relationships, but taking the next step to the global level did
not seem salient to their current practice.
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School Systems and Structures. Principals’ approach to systems and structures
in their schools was very similar. Their commitment to deep, ongoing integration of
diversity, equity, and inclusion principles in their leadership and organizational
infrastructure was strong and unified across their responses. Each participant described
instances where issues concerning diversity, equity and inclusion took place in their
schools. Participants appeared to be, based on their comments, highly cognizant of their
students and their needs in this vein. This accentuated awareness on diversity, equity and
inclusion, translated fluidly into their leadership practice and the culture of their schools.
Each interview participant emphasized their commitment to ensuring that every student
has equitable access to high-quality coursework, resources and programs. This value was
emphasized frequently in the interviews by participants. Each interview participant
indicated that preparing students to enter the world as inclusive global citizens was a
direct focus of their leadership practice.
Global competencies gained through international experiences seemed to increase
participants’ personal approaches to diversity, equity and inclusion. Oftentimes in the
interviews, participants referred to the concepts of global and diversity, equity and
inclusion, or DEI, as the same thing. Participants’ understanding of diversity, equity and
inclusion seemed to be linked to their understanding and application of global
competence. Tichnor-Wagner and Manise (2019) suggest that diversity, equity and
inclusion are important concepts that foster the development of global competence.
However, the concepts themselves are not the same. Tichnor-Wagner and Manise (2019)
emphasize that,
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Educational leaders strive for equity of access to high-quality global learning
opportunities for all students. This includes committing to deep, onoing
integration of principles of diversity, equity and inclusion in their leadership and
organizational infrastructure; ensuring that every student has equitable access to
high-quality coursework, programs, and resources that emphasize global
competence; and seeking to hire and manage a diverse staff dedicated to preparing
each and every student—regardless of academic ability, disability status, language
proficiency, or personal background—for life, work, and citizenship in a global
society. (p. 10)
This connection between global contexts and DEI provides opportunities for students and
staff to understand that the diversity of our society is a microcosm of a wider world, with
local issues mirroring events and circumstances all over the world (Tichnor-Wagner &
Manise, 2019). Findings in the current study seemed to indicate that global competencies
gained by living abroad in other countries improved the participants’ personal approaches
to DEI. That, combined with the district’s emphasis on DEI, seemed to increase and
deepen participants’ awareness of diversity, equity and inclusion in their schools.
Participants responded that they did not offer financial support for staff to travel
abroad for professional teaching, researching or learning. Nor did they review and revise
school and district policies to support global learning opportunities. Allocating resources
directly and solely toward global learning was not a priority for the respondents and
interview participants. If the resource’s purpose was coupled with global learning and
something else, it was more likely to be approved. Participants readily saw the
connection between deeper learning practices and diversity, equity and inclusion among
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their staff and students. Their efforts to promote these skills in their staff and students
were unified and purposeful.
Global Competence and Leadership Practices
The three principals who were interviewed exhibited varying degrees of global
competence in their current professional practice. Although findings in this study are
compromised by a very small sample size, they tentatively suggest that there may be
subtle differences in the way global competence is perceived and implemented in
professional practice. The way that each administrator conceptualized and implemented
global competence in their practice was different. They contextualized global competence
to match the various demands of their practice surrounding the tenets that were presented
in the survey and interview. They described how global competencies such as problemsolving, empathy and collaboration directly influence their leadership practice.
All the interview participants indicated that living outside the United States and
being involved in structured programs while living abroad affected their personal
worldview and cultural sensitivity. These experiences seemed to give them a global
perspective and sense of competence. The findings indicated that while all the principals
were reflective about how their world travel had shaped their global paradigm, the global
competencies they had gained did not generally translate into staff and student
development and learning. For example, the principal who was the least familiar with the
concept of global competence was a more transactional leader. His focus was on
managing. The administrator who seemed to be the most aware and cognizant of the
global competence concept had an intense focus on instructional and distributed
leadership. This principal had also fully embraced deeper learning - to the point where it
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infiltrated his mission and vision for his school at every level. The application of global
and deeper learning concepts in his leadership practice was deliberate and purposeful to
support student and staff development.
There seemed to be a disconnect between participants’ personal international
experiences and their professional practice. While they agreed that global competence is
important for students and staff alike, it appeared that expanding their practice to
regularly consider global aspects was not imperative. In general, it seemed that their
international experiences impacted their perceptions and worldview, but not their day-today practice. In contrast, Paige and Fry (2009) conducted a research project that
examined the relationship between college students’ study abroad experiences and
subsequent global engagement. Findings from the Paige and Fry (2009) study indicated
that many study-abroad participants demonstrated diverse and extensive global
engagement which they often attributed to their study abroad experiences. Additionally,
depth of program showed the most influence on global engagement. This raised questions
about the nature and depth of international experiences and why a disconnect occurred in
this study’s participants’ practice.
Richardson, Imig and Ndoye (2012) conducted a study of master’s and doctorallevel students who participated in an international practicum for aspiring school leaders.
Findings suggest that study abroad programs impact professional practices. The impacts
were directly related to time, deliberateness and intentionality. These seemed to be the
qualities that were not yet implemented by this study’s participants. They had not yet
determined to deliberately take the time to fully implement global aspects into their
professional practice and their leadership as a whole. There seemed to be little emphasis
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from community stakeholders and the district to integrate and prioritize global concepts
for student and staff learning. However, it appeared that when participants applied deeper
learning concepts to their practice, global competencies and concepts were also
accessible. This seems to indicate a relationship between the two concepts and practices.
Relationship Between Global Competencies and Deeper Learning Practices
This study provides new insight into the relationship between global
competencies and deeper learning practices. At the beginning of the study, I found
research that indicated that global competencies and deeper learning shared the same
skills. Global competencies can be defined as knowledge, skills and dispositions that
enable their possessor to examine local, global and intercultural issues, interact with
others of different cultures, and act for collective well-being and sustainable development
(OECD, 2018). They are also highly contextual - so it is necessary to frame appropriate
definitions around the various competencies.
Deeper learning, although categorized at the beginning of this study as six
different skills, can also be a process where knowledge gained in one context can be
applied to another. Pellegrino and Hilton (2012) remind us that “through deeper learning.
. . the individual develops expertise in a particular domain of knowledge…Deeper
learning allows the individual to transfer what was learned to solve new problems” (p.56). In education systems, the outcome of a deeper learning environment is mastery of
content and transferable knowledge which leads to action (Mehta & Fine, 2015).
The link between global competence and deeper learning lies in accessing one’s
prior experiences and learning to support new learning in globally relevant contexts.
Individuals apply their learning and understand, when, how and why to apply their
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knowledge in novel circumstances, to answer questions and solve problems (NRC, 2012;
OECD, 2016d). Research supports a relationship between the two terms. Many
frameworks have identified various attributes of global competence (Asia Society, 2018;
CCSSO, 2011; OECD, 2018; UNESCO, 2015). These attributes include critical thinking,
understanding global conditions and cultures, empathy, appreciation of diversity,
collaboration and cross-cultural communication. Similarly, research reports that deeper
learning practices include critical thinking, awareness, care of others, collaboration and
communication (Mehta & Fine, 2015; Pellegrino & Hilton, 2012; Wiske, 1998).
Participants demonstrated the relationship between the two concepts when they
spoke about how their experiences in foreign countries had affected their professional
leadership practice. In the interviews each principal recounted how overseas experiences
had shaped their worldview and, consequently, had shaped the way they responded to
current challenges they faced as school leaders. Additionally, they employed their
problem-solving skills in sundry ways to foster learning environments where staff could
teach in meaningful ways and students could learn deeply. Participants noted that while
deeper learning practices do not always include a global focus, they include skills and
dispositions necessary to navigate local and global issues.
Throughout the interviews, the participants manifested different approaches to
implementing global competencies and deeper learning in their professional practice. For
Mehta and Fine (2015) deeper learning develops at the intersection of mastery of content,
intrinsic motivation and action. This idea resonated with me as I considered its
implications with regard to my interview participants. This is what I had seen with
Principal Jones. He had worked to master his understanding of deeper learning concepts
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and he was motivated by what he had learned. He was energized by his ability to create
something new (distributed leadership teams with his staff and his students) and as a
result, deeper learning concepts and skills were put into action on a large scale within his
school.
Further, Mehta and Fine (2015) asserted that deeper learning is associated with
the ability to transfer knowledge learned in one context to another. For example, in the
current study, Principal Jones’ expressed clear understanding of deeper learning skills
and processes in his interview. He spoke about how he implemented them every day in
his professional practice. In his interview, he was able to make clear connections between
global competencies and deeper learning skills over and over again. It seemed that
because of his knowledge and application of the common skills associated with both
concepts that he was able to speak fluidly between the two topics as if they were one. He
acknowledged that both concepts were essential to preparing students to enter the
workforce and live in our diverse, interconnected society.
Several high-leverage practices emerged from the data. While the focus of the
interview questions was aimed at how secondary administrators were globally competent
in their professional practice, much of what was brought forth in the interviews were
educational leadership practices that occasionally took on a global or deeper learning
focus. Tichnor-Wagner and Manise (2019) pointed out that building globally competent
leadership takes time and persistence. It is about enhancing one’s personal professional
learning journey and working toward “effectively and sustainably cultivating globally
competent students and staff for students’ individual and collective well-being” (p. 16).
Each participant in the study, through survey and interview, perceived they were globally
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competent in some way. They primarily identified these competencies as Fullan and
Scott’s (2014) Six Cs.
When the study began, the focus was on determining the global competence of
secondary principals who were already committed to implementing deeper learning skills
into their practice. As the study progressed it became clear that while deeper learning
skills create a good foundation for global competence, there were some other things to
consider. First of all, the participants manifested both higher and lower global
competencies which bifurcated the data. Consequently, this meant looking at research
question three in a reverse fashion so that the researcher was looking at how secondary
school principals’ deeper learning skills align with global competencies. This also meant
altering the data structure. Whereas the researcher presented deeper learning and global
competence in a linear way earlier in the study, it became evident that the data was nonlinear as the relationship between the two concepts was revealed.
Although global competence and intercultural sensitivity are not the same,
Bennett’s (2004) Developmental Model of Intercultural Sensitivity paralleled the nuances
in the findings of this study. The impetus for Bennett’s (2004) research was that he
wanted to “explain why some people seemed to get a lot better at communicating across
cultural boundaries while other people didn’t improve at all” (p. 62). Bennett (2004)
discovered that as people became more interculturally competent there seemed to be a
significant change in the quality of their experience. He named six kinds of experience, or
stages, that spread across a continuum: denial, defense, minimization, acceptance,
adaptation and integration. Bennett’s (2004) summarized the various stages in this way:
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In general, the more ethnocentric orientations can be seen as ways of avoiding
cultural difference, either by denying its existence, by raising defenses against it,
or by minimizing its importance. The more ethnorelative worldviews are ways of
seeking cultural difference, either by accepting its importance, by adapting
perspective to take it into account, or by integrating the whole concept into a
definition of theory. (p. 63)
These descriptions closely aligned with participants’ global competence in this
study. Each principal in the current study implemented deeper learning skills and
practices in their leadership and capacity-building effort--how and to what degree they
incorporated them into their practice varied considerably. All participants seemed to fall
into the ethnorelative stages. The principal who manifested lower global competence
seemed to fall in the acceptance stage. He accepted that global concepts were important
but did not see how they were relevant to his practice. He did not implement a global
focus in his leadership practice and ultimately this prevented his creating and supporting
staff and students’ global learning experiences.
Another principal seemed to be in the adaptation stage. He expressed higher
global competence as he talked about how his personal global experiences influence his
way of thinking about his leadership practice. He spoke of empathy in his interview and
his attempts to create opportunities for his diverse student body to experience deeper and
global learning in their studies. He had adapted his perspective and was making efforts to
incorporate global focus into his practice.
The final participant seemed to be in the integration stage. This principal
manifested a profound commitment to promoting deeper learning in his school at all
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levels saw the greatest connection between deeper learning and global competence. He
used the terms interchangeably. His passion and regard for his staff’s and students’
development was contagious. He commented on many ways that he was building
capacity in his staff and students through the school mission and vision, curriculum and
instruction, distributed leadership and school management. He spoke of his personal
identity and how he tries to live in accordance with the deeper learning and global
perspectives he has gained. As a result it seems global competence and deeper learning
were translated into staff and student experience at all levels, across all content, and
throughout extracurricular programs and activities. The relationship between the
principals’ worldviews, deeper learning knowledge and skills along with their leadership
style seemed to produce a combined effect that led to higher global competence and a
greater likelihood of global competence development for staff and students. Thus,
indicating that the concepts of deeper learning and global competence can work together
to deepen and lengthen staff and student development.
The findings of this study seemed to indicate that deeper learning works together
with school leaders’ worldview and their leadership practice as they transfer knowledge,
skills and dispositions they have gained through their personal experiences. In simple
terms, global competencies appear to be deeper learning skills with a global focus.
Participants seemed to embrace and practice deeper learning knowledge and skills but did
not often go one step further to include global aspects that promote global competence in
staff and students. Taking this next step could help participants better prepare their staff
and students for citizenship and work in today’s diverse, interconnected world.
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Limitations
The research conducted in one Intermountain district was subject to study design
limitations and access to data. Participants’ bias and lack of observational data limited the
scope of the study. Covid-19 restrictions imposed by the school district limited the
number of participants that could be interviewed. Another limitation is the use of a
survey created by the researcher. The findings of this study have to be viewed in light of
limited access to the data.
The researcher used information from the study’s conceptual framework, Globally
Competent Educational Leadership: A Framework for Leading Schools in a Diverse,
Interconnected World (Tichnor-Wagner & Manise, 2019), to design the survey since
there seemed to be no instruments that measure administrators’ global competencies
available at the time the study was conducted. This limited the reliability of the
instrument.
The findings of this study were limited to perceptual data from secondary school
administrators. Five respondents participated in the survey and only three of those five
participated in semi-structured interviews. A multi-modal approach to observe how
participants enacted the global competencies that they referred to in their surveys and
interviews was not possible in this study because observations were not permitted at the
time of the research. Thus, the findings of this study were subject to participants’ bias
about their leadership practice.
The survey and interviews for this study were conducted during the Covid-19
pandemic. The planned research design was limited due to Covid-19 restrictions imposed
by the school district. Due to Covid-19 restrictions imposed by the school district, the
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researcher had limited access to the participants and was not permitted to interview all
the survey respondents as originally outlined in the research design. The Research and
Evaluation Office at the school district determined that the researcher was only
permitted to interview three of the survey respondents of their choosing. Face-to-face
interviews were not permitted, so interviews could only be conducted via Zoom. The
small number of participants who were male and White greatly limited the
generalizability of the results. In future research, a more diverse population should be
included.
Limitations of this study could be addressed in several ways including
expanding the participant pool, including a more diverse pool, broadening the study to
include administrators in other districts and regions of the country and collecting
observational data. This would provide better triangulation of the data. Conducting the
research outside of a pandemic would also expand the opportunities for additional
interviews to be conducted.
Implications for Future Research and Practice
From my understanding of global competence and deeper learning, there seems to
be a connection between the concepts of deeper learning and global competence. Future
research might examine the connections more closely. A synergistic model is proposed
that combines both deeper learning practices and global competencies. The two models
seem to be compatible. The global element takes the deeper learning knowledge, skills
and dispositions and leadership practice one step further to include a global focus that
prepares students for life, work and citizenship in a global society.
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This model could be framed by overlaying a global focus onto Fullan and Scott’s
(2014) Six Cs. This could be done is by incorporating activities suggested by TichnorWagner and Manise (2019) in their framework, Globally Competent Educational
Leadership: A Framework for Leading Schools in a Diverse, Interconnected World.
Additionally, localizing global topics and issues could give context and relevance to the
deeper learning skills that the district is seeking to develop in school personnel and
students. This is an approach that can serve as a starting point for new school leaders or a
stepping-stone for more seasoned administrators.
Future research could also include measuring school personnel or students’
perceptions about global competence and deeper learning and then conducting
observations or interviews to see how their perceptions translate into practice and
behavior. Studying the impact of globally competent leadership on students and school
personnel would deepen the perspective and bring the credence of observation to the
research. Expanding the pool of principals to include more schools or even multiple
districts could build on this study’s findings. Additionally, investigating globally
competent leadership at the district and state levels could lend even more depth to the
discussion.
At the beginning of the study I found research that supported the similarity of
terms between global competencies and deeper learning skills. Over the course of the
study, I discovered the complexities of both concepts. While both global competence and
deeper learning have certain skills by which they are associated, they are also processes.
Deeper learning “lies in the classic concept of transfer—the ability to use prior learning
to support new learning or problem-solving culturally relevant contexts” (NRC, 2012,
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p.74), while global competence is described as being highly contextual (Tichnor-Wagner
& Manise, 2019). Pellegrino and Hilton (2012) defined deeper learning not as a “product
but as processing—both with individual minds and through social interactions in a
community—and 21st century competencies as the learning outcomes of this processing
in the form of transferable knowledge and skills that result” (p.74). Future research could
investigate the connection and possible correlation of how individuals use deeper
learning skills and knowledge to transfer their prior learning to participate in practices of
a local, global or intercultural community.
Findings drawn from this study indicate that principals who reported higher
global competence also reported they attempted to apply this in their current professional
practice to help staff and students in their schools become globally competent. The
primary way they did this was through deliberate use of distributed leadership among
staff and students to promote global and deeper learning competencies. Principals who
did not report high global competence indicated a lack of awareness and focus on their
promotion of global competence in their staff and students. Data from this study suggest
that further research is warranted to determine whether and how school leaders
themselves develop a globally competent mindset and how, in turn, they translate that
knowledge into their practice promoting development of global competence among the
staff and students in their schools.
One research focal point could be to examine whether programs to prepare school
leaders include global competence as part of that curriculum. Similarly, it would be
helpful to know the degree to which global competence is included in teacher preparation
programs. Brennan and Holliday (2019) reported that the University of Kentucky, which
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has operated an overseas student teaching program for five decades, was developing a
global competence teaching certificate for teacher candidates who want to demonstrate
that they have acquired the skillset to promote global competence in their classrooms
when they enter the profession. Further, it appears other universities have structured ways
to prepare globally competent teachers. See, for example, Cushner and Mahon (2002) and
Marx and Moss (2016) for details about these programs. Consideration of these examples
could inform school leadership preparatory programs and practices where, currently there
are few graduate programs that offer study abroad options.
Modeling a leadership prep program after a program like the teacher preparation
programs referenced by Brennan and Holliday (2019), Cushner and Mahon (2002) and
Marx and Moss (2016), could build global and intercultural competencies of school
leaders on the graduate level. Although Richardson, Imig and Ndoye (2013) reported that
few graduate programs offer study abroad opportunities, providing such opportunities as
part of graduate programs for school leaders would help school leaders broaden their
global perspectives and see the value of helping students and teachers build skills related
to global competency. By offering study abroad programs, administrators are better able
to infuse a global perspective into their leadership practice. This could also further
develop skills in educational leaders to bridge the demographic mismatch that can occur
between them and the P-12 students they serve. Study abroad programs have greatly
impacted increasing the global competence of their participants (Beach &Sherman,
2000). There are many ways that school leaders’ global competencies can be built.
Research shows that school leaders’ impact on student learning and student achievement
is significant (Leithwood et al., 2004). This suggests that investing in the global
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experience of school leaders is important, as it can potentially affect student learning and
outcomes.
The findings from this study revealed a need to integrate global competency
generally into the curriculum at participants’ secondary schools. Participants described
courses and areas in which they thought global competencies were currently being
integrated and where they could be included in the future. Participants already
implemented practices to promote deeper learning and create environments that are
equitable, inclusive and respect diversity per district mandates. In the future, deep
learning and DEI practices could be expanded to include the development of students’
global competence. This can be as simple as modifying existing courses across all subject
areas to embed global perspectives and supporting student participation in virtual and
face-to-face school exchanges and trips (Tichnor-Wagner & Manise, 2019).
Conclusion
The results of this study suggest that a small subset of secondary school principals
in one school district believed in the value of enacting tenets related to global competence
into their schools. Findings from the study also suggest that the principals who
participated in this study believe that a focus on deeper learning practices enhances their
understanding and implementation of global competencies.
There seemed to be a correlation between administrators who were deeply
committed to a deeper learning focus and their desire to incorporate global competence
into their practice. Although each participant embraced deeper learning skills and
knowledge personally and in their professional practice, it only translated into staff and
student experience when administrators magnified their roles as an instructional leader.
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At the beginning of this study, the knowledge and skills for deeper learning and
global competence seemed to be aligned. The results from this study indicated that
although the knowledge and skills are similar, it takes intentional effort from the
administrator and school personnel to add a global focus to staff and students’
competency development. The data revealed that although all participants perceived they
had global competencies, they enacted them at different levels -from personal to whole
school application. Therefore, it appears that if global competence, deeper learning and
DEI together can be incorporated into leaders’ practice, student experience can be
improved and prepare them for entry into a diverse and interconnected society.
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APPENDICES
Appendix A
Hello ASD Secondary Principals,
I would like to invite you to take part in a survey about secondary school
principals’ global competencies and deeper learning practices. This study does not seek
to evaluate your techniques or experiences—it is being conducted to learn more about the
connection between global competencies and deeper learning practices that secondary
administrators possess and use in their profession so that ultimately student and faculty
learning may be improved.
The survey/questionnaire will take about 15 minutes to complete. There are no
known risks to participating in this study. We will keep confidential all research records
that identify you to the extent allowed by law. When we write about the study you will
not be identified.
Your information collected for this study will NOT be used or shared for future
research studies, even if we remove the identifiable information like your name or place
of work. We will make every effort to safeguard your data, but as with anything online,
we cannot guarantee the security of data obtained via the Internet. Third-party
applications used in this study may have terms of Service and Privacy policies outside of
the control of the University of Kentucky.
We hope to receive completed surveys from about ten people, so your answers are
important to us. Of course, you have a choice about whether or not to complete the
survey, but if you do participate, you are free to skip any questions or discontinue at any
time. You will not be penalized in any way for skipping or
discontinuing the survey.
If you have questions about the study, please feel free to ask; my contact
information is given below. The faculty advisor guiding this research is Dr. John Nash
(number redacted). If you have complaints, suggestions, or questions about your rights as
a research volunteer, contact the staff in the University of Kentucky Office of Research
Integrity at (information redacted).
Thank you in advance for your assistance with this important project. Please
return the survey within 2 weeks of receiving this email. To ensure your
responses/opinions will be included, please submit completed survey/questionnaire by
September 25th.
Many thanks for your help in this endeavor!
Sincerely,
Amanda Siebert, PhD. Candidate
Educational Leadership Department, School of Education, University of Kentucky
(contact information redacted)

Appendix B
Global Competency Survey
Directions: Please rate each item as to the extent that you use global competence in your
professional practice as an administrator using the outlined scale. The definition for the
key term is listed below:
Global Competence: “The capacity to examine local, global and intercultural issues, to
understand and appreciate the perspectives and world view of others, to engage in open,
appropriate and effective interactions with people from different cultures, and to act for
collective well-being and sustainable development” (OECD, 2018, p. 3).

In my current practice:
SHARED MISSION AND
VISION

Never

Rarely

I am committed to incorporating
global competence as a lens in my
own practice.
I bring stakeholders together to
collectively define and incorporate
“global” learning into our school
vision, mission, and strategic plans.
I connect global competence to the
needs and priorities of students and
the school community.
I model global competence mission
and vision through daily actions,
communications, and decisions.
I include global competence as part
of school definition of student
success and determine what metrics
to use to show how students
demonstrate global competence
success.
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Some Often Always
times

N/A

CURRICULUM, INSTRUCTION
AND ASSESSMENT

Never

Rarely

Some
times

Often Always

Never

Rarely

Some
times

Often

N/A

I support courses, instructional
programs, extracurricular programs
and special events that embed global
competence.
I provide resources and ongoing
training to help all staff integrate
global competence and student
diversity into daily instruction across
all content areas and grade levels.
I provide access to summative and
formative assessments that monitor
student global competence
development and improve
instruction.
COLLABORATIVE
PROFESSIONAL COMMUNITY
I expose staff to information on
global learning opportunities.
I provide staff time for leading
collaborative, innovative work.
I provide job-embedded professional
development focused on global
competence that allows for teacher
innovation, experimentation,
differentiation, and leadership.
I provide opportunities for
nontraditional professional
development that focuses on global
competence, such as educator
exchanges, microcredentials, and
certificate programs.
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Always N/A

I allow staff, students, and
administrators to lead their own
global learning and learn from and
with each other.
GLOBAL CONNECTIONS AND
COLLABORATIONS

Never

Rarely

Some
times

Often Always

Never

Rarely

Some
times

Often Always

N/A

I seek to build my own global
professional learning community.
I develop partnerships with schools
in other regions and countries.
I participate in local, national, and
international cross-cultural learning
exchanges.
I form and maintain relationships
with local, national and international
colleagues.
I provide a technology base that
allows for global connections.
I promote digital citizenship.
ADVOCACY AND
COMMUNITY ENGAGEMENT
I promote the importance of global
learning to key stakeholders,
including staff, students, parents,
district leaders, school boards, and
state policymakers.
I gather input on global initiatives
from families, business leaders, and
community leaders.
I engage all families as partners for
global learning.
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N/A

I connect to local businesses,
universities, community
organizations, and cultural initiatives
that support global learning.
EQUITY AND INCLUSIVITY

Never

Rarely

I commit myself to deep, ongoing
integration of principles of diversity,
equity and inclusion in my
leadership and organizational
infrastructure.
I help staff to be reflective and
action-oriented about building a
culture that includes, cares for, and
supports the unique needs of each
student and their families.
I create an environment that
welcomes and accommodates
students, families, and staff from
culturally and linguistically diverse
backgrounds, and utilize the
diversity of students, families and
staff learning assets throughout
classroom and schoolwide
programming.
I establish and ethos of tolerance and
civility so that all students, families,
and staff feel safe expressing
personal opinions, beliefs, and
perspectives, and engaging in
dialogue when instances of
intolerance or prejudice occur.
I ensure that every student has
equitable access to high-quality
coursework, programs, and
resources that emphasize global
competence.
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Some Often Always
times

N/A

I seek to hire and manage a diverse
staff committed to preparing each
student for life, work, and
citizenship in a global society.
OPERATIONS AND
MANAGEMENT

Never

Rarely

Some Often Always
times

N/A

I allocate existing resources towards
professional learning and
development, instructional materials,
and staff positions that support
global competence.
I support the development of new
resources to enhance global
competence efforts
I provide staff financial support
when they travel abroad for
professional teaching, research, and
learning (e.g., offering continued
insurance coverage, sabbaticals).
I review and revise school and
district policies to support global
learning opportunities.

I appreciate your time and willingness to participate in this study. If you would like to
know about the results of this research, please feel free to contact me.

Thank you!
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Appendix C
Interview Protocol
STUDY TITLE: Global Competence and Deeper Learning: An Examination of Current
Practices of Secondary Principals
ESSENTIAL PROJECT INFO & PURPOSE:
This interview is part of the dissertational research of the principal investigator for the
degree of PhD in the University of Kentucky School of Education. The purpose of the
interview is to gather information about how administrators use global competence in
their professional practice from the voice of secondary school principals.
INTERVIEWEE INFO:
Pseudonym: __________________________________________________
Date: ______________________________ Time: _________________________
INTRODUCTION:
Welcome and thank you for your participation today. My name is Amanda Siebert
and I am a graduate student at the University of Kentucky. I am conducting my
dissertation research in partial fulfillment of the requirements for my doctoral degree in
Educational Leadership.
Thank you for completing the Global Competence Survey earlier this month. You
have been selected to speak with me today because you have been identified as someone
who incorporates some global competencies into your professional practice as a
secondary school principal. This research project, as a whole, focuses on secondary
school principals’ global competencies and how they incorporate them into their
professional practice. This study does not seek to evaluate your techniques or
experiences—it is being conducted to learn more about global competencies that
secondary administrators possess and use in their practice so that ultimately student
learning may be improved. This interview will take about 45 minutes and will include 10
questions regarding your experiences and how you may be using global competencies in
your professional practice.
I would like your permission to tape record this interview so I may accurately
document the information you convey. Participant confidentiality is paramount so please
use a pseudonym, or false name, when referring to yourself to preserve anonymity. Can
you think of another name that could be used in place of your real name for this study?
Please refrain from using other identifying information such as the school that you work
at or other specific identifying information during the course of the interview. If at any
time during the interview you wish to discontinue the use of the recorder or the interview
itself, please feel free to let me know. Your responses will remain confidential and will
be used to develop a better understanding about how you and your peers exercise global
competence in your professional practice.
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If at any time you need to stop, take a break, or return to a question, please let me
know. You may also withdraw from participation at any time without consequences.
Do you have any questions or concerns before we begin? Then with your
permission we will begin the interview.
BACKGROUND
In your questionnaire, you indicated that you have a graduate degree or higher.
Would you briefly describe your educational background

INTERVIEW QUESTIONS:
1) Based on the information that you provided in the questionnaire, you have
traveled abroad. Did your experience traveling abroad alter your worldview in any
way?
If yes: How does that shift in your worldview affect your leadership practice today?

If no: Today’s students are experiencing a world that is increasingly globally oriented.
How have your experiences traveling abroad helped you to understand and lead your
students and faculty to be more globally competent?

2) In this interview we will often be referring to the term global competence. Would
you briefly describe your understanding of global competence?

Global Competence: “The capacity to examine local, global and intercultural issues, to
understand and appreciate the perspectives and world view of others, to engage in open,
appropriate and effective interactions with people from different cultures, and to act for
collective well-being and sustainable development” (OECD, 2018, p. 3).
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Thank you for your responses. Moving forward, we will refer to the above-mentioned
definition when referring to the term global competence. I would like to now ask you
questions regarding your current practice as a secondary school principal.

3) In the survey you indicated that you are [sometimes, often, always] committed to
incorporation of global competence as a lens in your own practice. Can you talk
to me about that? (Tenet 1/Shared Mission & Vision)

Prompt: How does this “global lens” manifest itself in the mission statement and vision
you have for your school?

Prompt: How does your “global lens” affect the way you approach school and district
priorities?

4) In what ways do you implement and support curriculum and instruction that
promote the development of students’ global competence? (Tenet 2/Curriculum,
Instruction & Assessment)

Prompt: “School leaders can help embed global competence across curriculum
and instruction in many ways: providing books and classroom resources that
represent diversity of the student population and cultures and countries around the
world; supporting critical world language and language immersion programs;
promoting extracurricular activities such as Model UN, world language clubs, and
international clubs; and working with external partners who offer professional
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development on integrating global competence, to name a few” (Tichnor-Wagner,
2019).

Prompt: Describe for me specific curriculum or instruction that you support at your
school that fosters opportunities for students to gain global competence.

5) The participant responses to the survey question “I expose staff to information on
global learning opportunities” ranged from never to always. Why do you think
there was such a disparity among the responses? (Tenet 3/Collaborative
Professional Community)

Prompt: Your response was (never, rarely, sometimes, often, always). Tell me
why your rated yourself that way.

6) In your survey response you indicated that you (always, often, never) seek to
build you own global professional learning community. (Always/Often) Describe
for me how you are doing this. (Never) What is stopping you from doing this?
(Tenet 4/Global Connections & Collaboration)

Prompt: How does your global professional learning community affect your current
leadership practice?
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7) Responses to the survey indicated that there is a limited focus from respondents
on the promotion of global learning and global initiatives to families and
community stakeholders. Why do you think that is? (Tenet 5/Advocacy &
Community Engagement)

Prompt: You indicated on your survey response that you (rarely, sometimes, often,
always) promote the importance of global learning to key stakeholders. Tell me about
why you rated yourself that way.

Prompt: Will you give me some examples of how you lead others in your school in
promoting global learning and initiatives?

8) In the cluster of questions regarding equity and diversity everyone in the study
rated themselves highly. Why do you think that is? (Tenet 6/Equity & Inclusivity)

Prompt: In your leadership practice, what are you doing to “cultivate an inclusive, caring
and supportive school community that values the cultural and linguistic diversity of each
student”?
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9) How do you manage school operations and resources to support staff and student
global competence development? (Tenet 7/Operations & Management)

Prompt: In the survey you indicated that you (always, often, rarely) allocate resources
that support global competence towards professional learning, instructional materials and
staff positions. (Always, often) Will you share some examples of how you do this?
(Rarely) What is preventing you from allocating resources in this way?

10) Before we conclude this interview, is there something else about your experience
with global learning competencies that you think influences the way you lead your school
today that we have not had a chance to discuss?

CLOSING:
Thank you for all of that valuable information. Is there anything else you’d like to add
before we end?
I appreciate your time and willingness to participate in this study. If you would like to
know about the result of this research, please feel free to contact me. Thank you!
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Appendix D
From: Siebert, Amanda L.
To: Permissions <permissions@ascd.org>
Subject: Copyright inquiry
Hello!
I am a PhD Candidate at the University of Kentucky. I have used the article "Globally
Competent Educational Leadership: A Framework for Leading Schools in a Diverse,
Interconnected World" by Ariel Tichnor-Wagner and Jennifer Manise (Longview
Foundation) as a reference for my dissertation. I would like to include the figure from
page 7 to illustrate the seven tenets of globally competent school leaders that was
foundational to the study.
My dissertation will only be published in an electronic format to the archives of the
University of Kentucky. No other printing or online publication of my dissertation are
being considered at this time.
Thank you for your consideration in this matter.
Sincerely,
Amanda Siebert
PhD Candidate
University of Kentucky

From: Permissions <permissions@ascd.org>
To: Siebert, Amanda L.
Subject: RE: Copyright inquiry
Dear Amanda:
In response to your request, please consider this permission to use the referenced
Educational Leadership article for your personal research purposes. Should you include
excerpts or cite content in a paper or some other report form, please credit the source
accordingly. If your research results in use of our content in a product or publication for
commercial release, please contact me again to secure further rights to do so.
Thank you for your interest in ASCD and good luck with your dissertation.
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